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Foreword

As Noam Chomsky has said in so many ways over the past decade,
linguistic descriptions that capture our unconscious knowledge of lan-
guage are several steps removed from how we actually make use of that
knowledge in language performance. The potential set of inferences from
linguistics to the applied problem of reading must be explicitly delineated
and argued: they are not necessarily straightforward or immediately ap-’
parent. Performance models of the adult reading process which embed
linguistic knowledge structures within their tatal functioning are but one
example of the attempt to make use of linguistic theory. Another is trying -
to structure initial reading materialsin line with one or another linguistic
‘theory or generalization. Dr. Shuy is undoubtedly correct when he warns
of the dangers of facile generalizations from the theoretical descriptive
science of linguistics to the culture-specific task of reading. Fortunately,
this volume gives equal weight to both the level of linguistic description
and the problem of drawing inferences to reading.

This publication also reflects a shift of emphasis in linguistic studies
away from syntactic issues confined to the sentence and toward an ela-
boration of extrasentential considerations needed for effective interpreta-
tion of language, such as discourse constraints, context, intentionality, -
and referencing. These issues have generally been raised in the context of
semantic studies and are due, in part, to efforts to construgt adequate
performance models for understanding language. Especially in computer
simulation studies, it has been found that a characterization of semantic
context is needed in addition to sentence parsing routines. Selected as-
pects of our “"knowledge of the world” must be formalized and, as theory
in this area has begun to devlop, it was inevitable that inferences to read-
‘ing would be forthcoming. A number of the more prominent cognitive
models of reading (such as the works of Kenneth Goodman and Frank

1
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Smith) }1”\ emphasized the -ole of semantic expectztions in reading

comprehernsic . to such un extent that one can predict a relatively easy ac-

comm cdatior. of these models ko the new linguistic fermulations. From
a'xother point of view, it has long been recomxzed that cul i

erences may he responsible for a <1<’mfxcant progportion of r ;
faﬂurrs again. as linguistic *h cory articulates these conte:.kual variations
we might expect some additional insight into the relative importance
nuimerous sociolinguistic differences as they affect rtadmgz acquisition. As
Dr. Shuy intimates in his introduction, this tvpe of vital interaction of
semantie-contextual theory with problems in reaqu may be especially
useful in helping us think about teaching strategies for the dﬂ\e opment of
reading comprehension in the middle grades.

Yet another way of thinking eabout the conceptual distance that
separates linguistic theory from reading is the problem of linguistic ac-
cessibility. This has been the subject of much psycholinguistic. informa-
tion-processing research of the past few years. In learning to read an
alphabetic language such as English. many developmental theories de-
pend upon the ar‘cessxbilxt\ of rather abstract linguistic units such as

phonologicar segments, morphological elements of lexical items, and
trace elements in complex syvntactic surface structures or logical form.
Since these awarenesses zre not initially present in children, we can pre-
sume they develop only as their attention is drawn to these distirctions
through a combination of tutelage and maturatien. Furthermore, as
these initial awarenesses in reading are subsunred in later stages of read-
ing development and automatlcxt_\ of functioning ensues, the child’s at-
tention is freed to cr)nside arge semantic-contextual issues. But just
what combination of factors is needed to bridge this gap between iin-

Y o~
o
=1

m o

guistic units and psychological access to these units for children learning

to read remains somewhat of a mysterv. This book certainly appears to be
astep in the right direction.

ERIC BROWN
NEW YORK UNIVERSITY

Foreword v
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Introduction

It has always concerned linguists that professionals in the field of
reading would ailew the notion to develop that there is such a thing as "a
linguistic approach to reading.” One of the more obvious aspects of the
act of reading (in most languages a« least) is that, in some mysterious way,
the knowledge a reader possesses of his language is called upon arnd made
of use. There can be little question about this activity among most readers
who are speakers of alphabetic languages. This is not to say that such
readers do not also call on other skilis. Undoubtedly they make heavy use
of psychology. but we have yet to hear of “the psychology approach to
reading.” It seems rather clear that readers call upon their social and
cultural knowledge, but there has been no discernible rush to establish a
“sociological approach to reading.” The major principles of information
processing are utilized in the reading process, but no movement seems to
e fomenting for “an information processing approach to reading.” Why
linguistics has been singularly blessed with such a burden is not at all
clear, but the phenomenon is certainly apparent.

At first blush it would appear that linguists could be happy to be so
highly valued by reading teachers, but a closer examination of the situa-
tion will reveal that the attention paid by reading specialists to linguistics
usually has been superficial, fragmented, and misguided. Reading
specialists are not entirely at fault for this improper view of the field. Lin-
guists also must share the blame, largely because they are generally un-
aware of what is going on in this field under the name of linguistics. But
here, as on every other occasion in which the excuse is utilized, ignorance
is certarnly not excusabile.

For example, linguists have known for some time that their field in-
volves a great deal more than phonology. Yet all through the fifties and

7
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sixties, for mest people. the term linguistics w
sound correspondences in reading research.
teaching. Such awareness was often 2:00mD
however esoteric tnis new linguistics might
similarity to more comforteble phonices, givi
fusion between phonetics and phonics—a d
Fries but missed completely br those who chose not to see it

Another trivizlization of the presumed linguistic approach to reading

\

came about as a result of efforis tn apply the orthogoxy
ing to the reading process. Repetition driils were very popular at that
time and it was naturally assumed that sentences like "Nan can fan Dan”
would bring svstematic, predictable, regularity to the othervwise chaotic
chere of learning ir read. Now linguistics came to mean two things:
noisemaking ard repeated noisemaking.

Largely through the efforts of Kenneth Geodman, Frank Smith, and
their colleagues and students, a countermovement developed toward the
obviouslv nverdrawn focus on language units smaller than a word. The
new evidence, impressively researched and eloquently presented, argued
against overusing decoding and for moving immediately to syntax proces-
sing.- Thus, the influence of linguistics was again redefined to include
sentence and discourse level processing. The major objection to this
healthy infusion of new blood into the analysis of the reading process was
that it tended to reject categorically other legitimate language processing
units. To be sure. letter-sound correspondences were grossly overempha-
sized in raost reading programs and it may well be that, by paying
continuous attention to only the phonological language access ir reading,
more students were lost from boredom than from ignorance - r willful
slothfulness. In 2ny case, borrowing their premises from classical genera-
tive grammar, Goedman and Smith saw reading as syntax or discourse
processing of meaning units, not the one-to-one decoding of sound units.
This healthy advance in understanding how language processing takes
place in reading was generally referred to as psychelinguistics and read-
ing.

3

Not to disagree with the excellent notions of Goodman and Smith
but to supplement this concept of linguistics, this coliection of viewpoints
on linguistics and reading was assembled. It is our contention that many
aspects of linguistics, besides those of phonology and grammar, can be
brought to bear on the act cf reading. Sociolinguistics, for example, is one
such area. Another is a rapidly developing field of study shared by
anthropologists and linguists, generally referred to as the ethnography of
communication. In addition, we need to know a great deal more about
the interrelationship of children’s language acquisition to the ways they
acquire reading skills and processing. Recently, the term pragmatics has
come to be used by linwuists to refer to the task of recording and explain-
ing a portion of linguistic reality. Pragmatics is generally concerned with
the broader role of context as it is related to the benefits and attitudes of

8
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calls more and more on : :
involve processing larger and larg guage a . Mo

the onset of reading. the reader processes letter-sound correspondences, a
. .

1
A schematic illustration of this view of the languzge accesses in-
volved in the reading process is the following:

Letter-Sound IGQ@ »—\

Correspondences 9
Svllables
Morphemes
Words
Senterices

Linguistic Context

D e LINPOTLINCE e

{

ragmatic Context

(e}

Onset of Well Developed
Reading : Reading

It should be clear, however, that this schematic illustration is not a
description based on research but, rather, it is a reasonable estimate of
what is likelv to be the case once the necessary research has been done. Of
particular importance is that it displays letter-sound correspondence as
crucial at the onset of learning to read, then decreasingly important as the
learning to read process develops. Similar progression can be noted for
each of the other language accesses, with particular focus, in the case of
pragmatics, on the increasing significance of context and discourse. Note
especially that both accesses are available and important at the onset of
learning to read but of relatively low cruciality at that time. As the
learner continues to progress, however, he calls less and less on the word
to subword level accesses and more and more on the language accesses

that are larger than word Jevel.

viii



O

ERIC

Aruitoxt provided by Eic:

me
e about

W to constrizet

cCC

cle‘.r F*om a
how to constructh;a c’ icton
advanced cnes.

The parallels to reading instruction should be clear. Historically, we
have developed reasonably good onset reading programs but increasingly
ineffective advanced ores. Most children who arc learning to read show
predictable gains during the first year or so and then demonstrate, ac-
cording to our admxttedl} weak measurement system, progressive fall off
the next few vears. One contention of this volume is that a reason for this
fall off is that the teaching program continues to focus on onset skill de-
velopment at stages in which more appropriate strategies would involve
larber and larger chunking of the language accesses. A second contention
is that a teaching program in readmrr should be constructed to develop
middle-level reading skills, a program which will call on a child's
knowledge not only of syntax (as Goodman and others are doing) but also
one which will make use of the child’s pragmatic I\no“lcdge—ms krowl-
edge about how language is used.

Among the things that have plagued the relationship of reading to
lingruistics. the following might be noted:

1. The mdepundcnt development of the two fields. In one sense. at
least. it is necessary {or fxelm to develop independently.

2. It has been difficult for reading specialists to catch up with fast
moving desvelopments in lx'mumncs
3. Linguistics has been viewed my opicaliy as ')hon()lo(f\. phonics,

or at other low level decodmg levels.
4. Linguists have not provided adequate attention to reading as a
legitimate field of study. )
5. Far too often, linguistics has been view ed as a set of methods or
techriques rather than as a content area of reading. This results.
at least partially. from the tendency of the field of reading to
view itself as a set of methods or techniques.

This volume intends to dispel some false assumptions. It is hoped
that linguists will be encouraged by this volume to enter into the arena of
reading research and dev elopment. For far too long, reading has been
ignored by most linguists. permitting many false assumptions about their
field to develop. Five areas of linguistics have been singled out for pre-
sentation here. Several are somewhat familiar to the reading specialist
(phonclogy, grammatical analysis): others may be new {(sociolinguistics.

h
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~aword, avoiding the nonplural use of they?

~were resulative mtes of this
? - b . .

sorf " When we use sentences like

Thewrammatical way of saving that would be

That's not very good grammar.

Could vou fix this un-- cheek the spelling and gramom tor me?
wo are using the word gramonar in this reguiative sense,

-\ linguist's u"' smar, howeve . comains rules of a ditferent sort.

They're mote like the rules to a cama than the rules regniatio: oth
of sscial behavior. The rules of chess. contract bridys ‘
serve to define those games. There {5 ne such thing as basebs.,
ample, without the rales of b:xwhzill The rules ereate the g
than sixrml\' regulate it Although 1 omight write a thank vou o
xcmxrdmg, every rule of etiquette, Tean hardly hita home run or strike ont

“without fol ]o\n.uﬁ the rizle. of hasebiall, since there is no such thing as a

strike out or 2 home run eacept as defined by the rules.
Similarly, the rules of gramusardefine {in part)* what a language is.

- Thevre rules which state how a l'mvim;vv is constructed, how it works. A

grammar describes what people havy learned, swhen they can be said to
have fearned a lapgnage, 1t does nat deseribe exactly what peoplé sav,
but it does define the prineiples nndbriving their shility to sav whatever
they do-just us the official bascebail handbook does not deseribe how any
p‘utlcular strike ont was accomplished: though it does define the princi-
ples behind all events that can hu deseribed as strike onts,

‘it )w‘ pvenths Been o anested that the wnnmon uenpioraboe of Phey them, theirs a
ihatrated s the follionme centenees
f

at Hethor af Josovs parentoenmed in withow the sthier, tell thems P nrefer not
o bave to i: Sthe sapne dncnaon B

Lot e et e e el ile Dt s v phan e o hanld B e thie
head evginined

e "x'r'fi(!!"\i FRERL [EH r'u' J:u,‘.‘, hts 1o U dses W Lere {in' ANEAN t?f

rept b :

At Hnd hoe weorhd raadh

vupanding

. - . 4 '
frrcases Bile e Be e Malked 0f neddial paenenn fdber thas,

\ L . ]
ascutte e et the ot that o v toshe vives Be o omaseubine and, !?‘.:'n'-

fare, et snpetcation even schergnsed e

LT Cateats Note that e sometitnes
paabe cabatiatee s for othor tanted cros et co g nentrad contes v o the
e of potingr bor efd in omntenoe b : .

N Rebuoban co 8 vearan vour toanin _
Trhe tades or 2 ane dooredaiate row !'lir wartre % planeds af coune The poant hege se
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LI ARMLS MRt IR T e }

‘A Lm’lm-.;v will be defined by more "mn st Clan ‘m.-tu.‘l rules, rules concvrnmg
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. The rules of English will, in many ways, be similar to the rules of
Portuguese, Kom, Malayalam, Korean, and other languages. These
similarities will (in part) define what natural languuge is, what is com-
mon to all human languages. The grammars of these languages will also
differ; and these differences will (in part) define what English is as op-
posed to Korean, what Malayalam is s opposed to Kom, ete. More than
this, a grammar should describe the various varieties of the same lan-
guage. The sort of English, Malayalam, or Partuguese used by different
groups of speakers, by different individual speakers; or even by the same-
speaker on different occasions will vary greatly. Since the grammatical
rules of a language attempt to describe ¢ internal organization of that

language, these rules will also need t- 're the variation in some way.
Thus an English grammar woul’’ ‘he various styles, dialects,
and mades of speaking that n. aown as the English lan-
guage. So, unlike the rules of ' .mmar, the grammar of a
linguistic description would not w.. . up a single “standard” for

the language.

From this coneeption of a grammar as a body of nonregulative, con-
stitutive rules (term from Searle, 1965)—rules w hich describe how a lan-
guage is organized—it is possible to draw some conclusions about how

"grammatical studies might be important to an understandmg of the read-

ing process.

First, grammatlcm rules are unlike the rules ¢f games (such as base-
ball) in that we can't simply hold a conference and decide on what the
grammar of-English is or what it should be. The rules of English gram-
mar must be discovered. Unlike games, languages are not subject to ex-
plicit legislative control. Most everyone (above a certain age) knows a
language, and, therefore, knows what the rules of that language are. The
rules are, simply, a statement of what someone knows when they kflow a

»language Unfortunately, we can't simply ask ourselves what the gram-
"matical rules of English are; we must deduce them from our verbal be-

havior. Whenever people use English they are behaving according to the .
rules of English grammar. They are using their own internalized gram-
mars in order to construct and undustdnd meaningful sentences of
English.?

It is, therefore, by observing what people say (or by guessmg what
they could possibly s a\) that linguists attempt to construct theories about
the structure and nature of language. There is, consequently, a lot of

‘roon: for dispute. Each grammatical theory or version of a grammatical

rule must always be open to-question, improvement, or outright attack. .
And there are a lot of disputes, arguments, and counter-arguments
carried on by people working in linguistics. It is largely by means of such

$In their grammatical studies, linguists have concentrated on the structure of sentences
and this paper will reflect this coneentration. This is not meant to imply any claim that the
rules pu’tummg to structural units larger and smaller than the sentence are of lesser im-
portance.

GRAMMAR

R
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or (3):

“ argumentation that a field moves forward. And we have been able to

move and make progress in the stydy of grammatical structure. But the
nature of our activities (4nd the almost unlimited‘complexity of our sub-
ject matter) means that linguists will never be able to provide reading
teachers with a definitive grammar of English as a whole (if any such
thing could exist) or even of one specific style and variety of English.
What we can talk about, however, is a view of language that grows
out of linguistic studies. It is such a view of the grammatical organization
of English, rather than any specifics of English grammar, that I'd like to
outline here, while relating it in a general way to the reading process.

2. GRAMMATICAL RULES

I will be concerned herexo ™ ©*  linguistic theory has to sav o’
two aspeets of wh athey know a language. Knov
a language invoh :

1) Knowing uow utterances in the language are constructed,
and” = '

_'2) Knowing how the various possible grammatical construc-

tions in a language are related to the meanings they express.

The issues for grammatical theory that are raised by these aspects of
knowing a language can be-put in the form of questions: What syntactic
rules are needed ‘o describe the utterances that speakers of English can

make? What is the relationship of the meaning of a sentence to, its gram-.

maticalistructure? Grammatically speaking, what is it that speakers and
readers do when they communicate successfully in English? Let us take a
look at the way that current grammatical theory attempts to answer these
questions.® ‘ ) "
First, it is easy to show that the actual structure of English sentence-
does not accurately re;iresent their logical content. Consider <entence (1':
1) Severa® t: :ins were said to h: ¢ beer: delayed by the storm.
Here, any desc - jon of what is unc st by this sentence woul:
include a statemen* i the effect thatse. . ralts s is, in fact, the object of
delayed. The anss '+ o the question, “Wha  was delayed?” would be.

“Several trains we But the sentence as it .tands, as it appears, in thc
text, represents v ./ trains only as the subject of the whole sentence,

and not as the oby  t of delayed. Five words separate these two terms in
(1), and we would e hard pressed to show how this sentence captures the
semantic relationst.ip between them if we had to rely only on the struc-
ture of the sentence as it appears here. A more “semantic” representation
of what this ser:':nce means might be paraphrased by something like (2)

'

*The theoretiul outiok is that of gene:live grammar, generally, and gcl{crati\‘e

semantics, specifically.

Larkin \' E
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2) {Some unspecified person(s)] said that the storm delayed
. several trains. ‘ "
' 3) There are several trains about which {some unspecified per-
sons(s)] said that the storm delayed them. ~

These paraphrases aie rather cumbersome, of course, but using the

_structure of either of them, it would be fairly simple te show how delayed

and several trains form a meaningful unit. This unity is not directly-repre-
sented in tlie structure of (1).

So, in this case, we would want to associate the structure of (1) with
the meaning represented by the structure of (2) or (3). As we shall see,

. that is precisely what grammatical rules, or transformaiions, attempt to

' do.-

.~

But first, let’s define a couple of terms. The actual structure that
sentences have as they appear in texts is kne . n as surface structure,” The
grammatical structure of (1) is a su:”°  siructure. The structure which
captures more accurately what a - .terce means 15 known by several
names, deep structure, semantic representation, base structure, or logical
structure, etc., depending upon what school of thought a particular lin-
guist belongs to. For our purposes, let’s just use the more common term
deep structure and treat it s a neutral: term. The grammatical structure
corresponding to (2) or (3 would be something like the decp structure for
(1). So in example (1) sc- < ral trains is a surface structure subject, but a

deep structure object.®
. I

Grammatical rules - an form:  ns) relate ... structures to surface
structures. These rules. 1 ve. costure what —eakers and readers of

English know about th- v -Lat ! structure ¢: sentences, and about
how a particularsentenc . - ciat 4 with a particular meaning.
When we talk abou oo v rface structures with deep structures,
it is custommary to talk .. w= ot with a deep structure and then. by
- successiveiy applying tri:z: .10 to ity we derive a surface struct. s«
But in reality this is just & . - of speaking. Each sentence simul-
taneously has.a phonoloe’ ol -+ d surface grammatical structure,
“This is a slight oversimp® -+ tenices as they appear in texts don't have strue-
tures; struetures are assigned analysts using particular theories. It might be
mure aceurate to say that the 4 -entence appearing in a text, as it might be
diagrammed, is a surface stro ; -
*Although examples (2) i, are given as surface sentenees, it would be incorrect to
as.ume that one sentence is the * - ture or another sentence or even that the surface
structure of one sentence is the are f another. It so happens that, in ecrtain re-
spects, the deep strwvture of (1 ouds more or less direetly to the surface stri-te - of
the sentenees-given in {2) and st as far as the point about delayed anc - ra!
trains is concerned, But it ulso ! +at <ome deep struetures have no_direct (re ...
_.untransformed) correspondenc: - sentence. This paper will avoid using exan. =
~ of such 'sentences, however, sii uid intvolve presenting a whole theory.of ©  -p

structure representation. Ratt -~ 5 ..i . arface sentences to invoke the relevant p s
of closely related deep structus .
1
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and a deep grammatical structure., The function of grammatical rules is
to relate surface to deep structures and to define what is and what is not a
possible structure, But it's easier to talk as if we went through a derivation

~ from deep to surface, so I'll continue to talk that way here too.

~ One :way to demonstrate grammatical rules of this sort is to pair
sentences that dre (slmost) idextical, except for the fact that a particular
rule or set of rules hes applied to one member of the pair, but not to the
other member. The two sentences will, therefore, be very similar in terms
of deep stracture, but will show a particular difference in their surface
structures. The difference between active and passive sentences, to take a
familiar example, is that the rules which form passives have applied to
one member of the active/passive pair, but not to the other.

That is, the deep structure of both (4a) and (4b)

4a) Jerry carried the equipment bag. _

41) The equipment bag was carried by Jerry.
would specify Jerry as the agent (the subject) of carry, and the equipment
bag as the object of carry (whal was carried). But in (4a) the equipment
bag has been transformationally moved to subject position while Jerry has
been made the object of 2 preposition. ;

(In addition to the deep similarities between actives and passives,
there are of course certain meaningful differences. Active clauses would
sound awkward at best in a sentence like (4c):

4c) With all the speeches that have been given, all the resolu-
tions that have been passed, and all the editorials that have
been written,.nothing at all has been changed.

T limit myself to those aspects of ‘meaning that can most clearly be

captured in deep structure representations. ) ¥ .
In the examples below, the first: member of each pair has had a rule
of Raising applied to.it. This rule takes a noun phrase, which in deep
structure is the subject of a subordinate cluase, and raises it up to beeome
a member of the main clause (as cither subject or objeet).
5a) I believe Kim to be a genius.
b) Ibelieve that Kim is a genius.
6a) Kim appears to have been delayed.
b) It appears that Kim has been delayed.
7a) We appreciate Kim coming in to help out.
b) We appreciate Kim’s coming in to help out. -
In the (b) sentences of these examples, Raising has not applied and
the noun phrase Kim, remains in the subordinate clause. In the (a)
sentences, however, Kim is:not a part of the subordinate clause in surface
structure at all. : - : . ' R
~ In (5b) and (6b) Kim retains its base structure position as a subject o
the subordinate clause in surface structure. In (7b), however, it has been

]
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transformed into a possessive noun phrase, though here too it retains its
status.as a constituent of the embedded claus~. It has not been raised into
the main clause, as it has i (7a). ,
. Skeptics might question whether Kim v :lly has been raised to the -

position of object in the main clauses of (5a) .ad (7a). These doubts have
traditionally been countered by a couple of cbservations. First, when a
nominal occupies the position that Kim doe:. ir: (5a), it can be passwized,

5¢) Kim is believed to be a genius.

“and the Passive rule cannot move anything to subject position but an ob-

ject. Second, if we substitute pronominal forms for the raised noun phrase

of (74), we find that they must be in the objective case:

\ “c) Weappreciate him/her coming in every day.
Vo ) oo .
| 7d) We appreciate hi-'her coming in every day.
Sinc. example (7c) paralleis (7a), and (7d) parallels (7b), we reason
that Kim must be a surface object of appreciate in (7a) too. :

 Rules have applied in the derivation of the (a) sentences of (E), (9),:
and (10) which reduce relative clauses. stripping away the wh:word and
deleting a form of the verb be. The (b) sentences have not had these rules
apply to them, and their relative clavses remain intuct, :

8a)- The car in the garageis: “olvo. , v l‘,
) The car which is in the z=rage is a Vol o. ' o
) Sam was a happy man. . ,
b) Sam was 1 man who was (characterisiically) happy.

) I had an argument with the women szanding by the Coke
machine. ‘ N e
b)" I had an argument with the woman who is standing by the
- Coke muchine. « » :

In sentence (9a)-an additione rule has repositioned happy to the
left:of man. And (10z: demonstrate: i.... the operation of grammatical
rules can introduce an element of am: igzuity into sentence structures,
Since the tense-carrying verb be has bee: leleted from the (reduced) rela-
tive clause in (10a}, this sentence doe: : explicitly commit itself as to
whether the -vomar is now standing by tiic Coke machine, as in (10b), or
whethar she “vas standing there at some ovious point :n time, as in (10¢)
below: : '

10c) I had an argument with ~he woman who was standing by
the Coke machine. : - ‘ _
Thus, we see that grammatigal rules can account for the ambiguity -

- of surface structures, and relate surface form-to underlving meaning.

. R ‘\» ’
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5. THE DIVERSITY OF DEEP STRUCTURE

g0 far, wehave locked at pairs of sentences that have similar (though
not exactly identical) decp structures but -have very different surface”
structures dueto the fact that certain rules have applied to on¢ men ber of
the pair but ‘ot to the other. [t would be wrong to conclude from this,
however, that grammaticul rules serve o associate & lirnited number ol
deep structure patterns with a greater number of surface structure pat-
terns. In general, the opposite scetns to be true: The variety of deep struc-
tures in English (or in any language) is far greater than the variet:” ©
surface structures. The things we can say and do and mean in language
are greater than the grammatica'l patterns that we have available to X
yress the © things. To devonstrate this, lets look at some more examples.
One way € St .0 structure patlern modifier plus te - b
reducing &~ Jative clause . - we haveseen Y example 9) above. This re-
duction is relatively str;ightforward. However, SOME urface adjectives
are deep structure verts and adverbs. Consider the examples below:
use an asterisk to indicste an ungw,mmatieal or absurd sentence.)
) 11aj The former secretary of State =S vacationing in Sumatra.
b)) The Secretary of gtate who W& {ormer was acationing in
Guiratra. . |
¢) The person who was former. secretary of State was vaca-
tioning in Sumatra. '
1220 The captain’s a real bore., _
bhThe captainisa bore whois ne
¢ Theeaptain is a person whe - readly boring.-
1327 This joint venture will be eo st of its kind in -he Westerhh
hemisphere. 4 ’
~)*This venture which is joir: i1} he the first of its kind in the
Vi estern hemisphere-
oy Tous thing which is jointly v© ured (i.e., 'undcrtaken) oy
sume unspecified persons wi be the first of its kind in the
Western hemisphere- '
j4a) George was an occasional vie 2f ‘ -
p)" (- orge was a visitor who we Lecasional.
¢y Coorge was someone who vi: ted occasionally.
Whereas the 'b) sefitences of (8. {9)- and (10) seem 10 preserve the
sense and the ur;:nmat'\cal integrity of the (a) sentences, the para\le\ (b)

sentences of (11:.112)s (13) and (14) Jearl have very little to do.with the

. (a) sentences at all. Rather. the (¢) sentenees of these last four examples

show that in 1 eir-deep structure i‘cprescntat'\on, the adjectives in ques- .
tion :7¢ not adjectives at all. Thc‘_transf()rmation creating the modi-
fier p.us noul surface patterns excmpliﬁed'by joint venture real boré,
and former S¢cretary of State here must also create adjectives rom deep

verbs and ad-erbs. i« though lexically jointly appears to be derived from

Lerkin ' ’ - - . 9



joint plus the adverbig] suffix -fy, Erammatically or g0

verse seems to be the cage.

. Still other adjectives that barticipate in surface modifjn,

Tnantically the

re-

plus. noun

Constructions are derived froy, nouns that have heer, Preposed and adjec.

tivalized,
; 15a) Sam has a nervous et .
b) Sam has a cat which jy . o
16a) Sam has o lervous disorder,
b)*Sam has & disorder which is nervoys,
¢) Sam has adisorder of the nerves.
I7a) Bettor urbagn Planning i esser Gl we
Crises in the future. ‘

Ti 1y s

47e Lo gy - such

b)*Better plunm’ng Which-is yrhap ;. . SElE we gre . ~void

such crises i the futyre.

¢) Better planning of cities g essenti. | if we 4re 20 avoidt syeh

Crises in the future,

Ir. (15a) METCC s appears to be derived & happy is ip (9a), hy 4
simple reduction of the relative clause. Byt in (13a) nervoyg must have 4
ifferent analysis, 4. the ridiculoysnegg of (16b) shows. Here, nertouy gp.
Pears to he 4 simple ,,zdjgcti\'alization of the noy-+ nerve(s), Similarly the

adjective urban in (1

Seems not to he g deep lexical item at 4] ‘Rather i

appears to he transf:.'rmationa”y derived from 4 deep noming) Meaning

Something ike city. Ve cgn also note here the parallels between adjective

plus noun onstructions of this sort and noun plus noyn constructiong
where 3 deep noun hag not been adjectivalized on the surface.

electric stove ( ‘electricity stove) —gas stove

financia] statcment (‘finances‘statemént)~bank Statemen

mechanjey] engineer (*machineg engineer) —tr,ff

'

ic Engineer

wooden tabe (wood table)—wood pile (*wioden Dile:)?

" This, of course, does not exhaust the various sorts of modifier plys
noun paterns jp English. 1¢ would be pogsible to extend our Jig of deep
Sources for this Construction by considering examples like map, route,
Costume Jewelry, reverse discnminatxoiz, agriculturgl exper:. or raciql dis-
turbance. In 2l these cases, an identicg] (and relatively sirple) surface
Structure pattery, masks 1 wide variety of (often complex) deep structure

AJatterns. Byt sq S€€ scme of {hese Complexities, ]eg’s l

00Xk for just g

Mloment at the simple adjective short. When it is Preposed, thig adjective

~4an usually be relgted to a full rejatjy claus_e:
18a) Bring me three short sticks.
b) Bring me three sticks which are short.
But look at @ sentence like (19a): : '
_ .

*See Levi 1976 for a fuller discussion o[construc(i(ms of this type.,
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19a) In ashort three o cSearlet Tanagers.,
b)*In a three ho o ort we saw five S

' Tanagers. '
¢) In three hours voe sav tiv 5o 1 nagers, and thais a

short time to see that many Tana zers,

_ in this sentence, the adjective short participates in a more complex
| sernantic construction—illustrated in (19¢)-—than it does in {18a). But
. now consider the difference between the following two sentences.

20a) We were able to meet with Mao for a short threce hours.

b) We were able to meet with Mao for three short hours.
Sentence (20a) seems like (19a) in that the speaker seems to be saying
that three hours was a short time to be allowed to meet with Mao, that
the speakor would have liked to have spent more time with him. Seritence
(20b) seems to say that the meeting was engrossing, that the time went
quickly. But in neither sentence does short derive conceptually from a
simple relative clause as in (18). ;

Similarly, relative clause reduction is not the only way to derive a
noun phrase consisting of a head noun plus a gerund (as in sentence (10a)
above). Consider the examples below.

21a) The rule causing all this discussion is silly.
22a) The rule forbidding partics after 11:00 is silly.
21b) The rule which is causing all this discussion is silly. .
22b)*The rule which is forbidding parties after 11:00 is silly.~
Sentence (21a) can be derived by simple relative clause reduction, as
the possibility of an unreduced (21b) shows. But (22a) has a different sort
of meaning. There is no full relative clause for the gerund in this sentence,
= as the impossibility of unreduced (22b) shows. '
The point here is simply this: It is not possible to just read the mean-
ing of a sentence off of its surface structure. There seems to be a con-
. spiracy of sorts within the English language (and within other languages)
to use a limited number of surface structures to overtly express an
amazing array of underlving conceptual structures. It is a conspiracy to
package a wide variety of very different meanings in very similar surface
-containers. What we have said here about moditier plus noun construc-
tions and nominal plus gerund constructions would apply to every other
surface construction in English, We, as users of English, must do a lot of
unpacking tounderstand what we read. Sometimes the unpacking will be
relatively simple. But at other times, the grammar of the sentence will be
sufficiently complex or sufficiently unfamiliar so as to cause us problgms.’

4. UNPACKING SURIFFACE STRUCTURES,

The question now arises as to what tools ~ve use ‘o understand - hat

, we read. What information do we have avai isle to us that indicates now
a surface structure should b= unpacked? ' ‘ '
Q Larkin . _ . . V _ 11
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Knowing the meanings of the words that are on the page before us
and having some knowledge about the real world and the subject matter
being discussed helps, of course. We wouldn’t expect a disorder to be
nervous in the same way a cat is, for example. But this in itself is clearly
not enough. Although we bring kno“led{,c of the world to our reading,
we al:o learn about the world from it. It would be strange (not to say
nonsensically eircular) to say that we must know what something means
befor - we can understand it.

»loreover, the unpacking of surface structures into deep structures is
not random; it is not constrained just by what something could possibly
mean or what we might imagine the author to mean. The unpacking of
surf.ce containers proceeds according to grammatical rule. So, knowing
how the sentence we are confronted with is put together on the surface,
e.g.. knowing that clean is a verb in (23a), but an adjective in (23b),:

23a) Kitty likes to clean dishes.
b) Kitty likes clean dishes.

oug’t to be an essential ingredient of our ability to understand what we

read.’

But knowing the surface grammatical structure of a sentence and
knowing the meanings of the words in it (and something about what the
real world is like) are not in theméelves sufficient to tell us what the
senter:ce means. There is some other knowledge involved, the knowledge
that i captured in the grdmmatxcal rules which cormect deep and surface

- structrires.

I order to demonstrate that knowingdhe meaning of the words in a
senter.ce and some surface grammatxcal facts about the sentence (like-
what parts of speech are involved) is rot all a reader needs to know in
order to unpack a surface structure, let’s consider some more examples of
sentences with parallel surface structures which don’t have parallel
understandings. o :

Consider first the case of two transxtne verbs, resent and doubt:

24a) He resented the report that the police were corrupt.

25a) He doubted the report that the police were corrupt.

24b) He resented it that [some unspecified person(s)] reported
that the“police were corrupt.

25b) .He doubted that [some unspecified person(s)] reported that
the police were corrupt.

25¢) He doubted that the police were corrupt, whxch [some un-
specified person(s s)] had reported.

Sertence (24a) means-something like (24b); but (25a) doesn’t mean

_anythin z like (25b). Rather, it has a deep structure more along the lines of

*I’m not suggesting that a successful reader needs to know the nanies we give to these
word classes, just that the grammarian’s distinctions capture some knowledge thata reader
must lmw

i - 23
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(25c The parallelisin between (24a) and (25a) is, therefore, limited to
their surface structures. It is not as if .(25b) is an. absurd or unreasonable
thing for (2Sa ) to mean; (25b) expresses a perfectly understandable idea—
unlike the “disorder which is characteristically nervous™ of (14b). It is just

that (25a) doesn 't happen to mean what (25b) does. This fact cannot be

read off from the surface grammatical structure of (25a) directly. Nor can
it be read directly from the meaning of doubt (at least not insofar as we
usually conceive of the meanings of words).'" It is rather a fact about the
gramnmatical organization of English. In order to understand sententes
like (24a) and (25a) we need to have internalized a knowledge abeut
what sorts of rules may apply to sentences that contain words like resent

. and doubt and what sorts of deep structures these words figure in. It is

not enough to know just the surface svntax and the meanings of the words
in these sentences. A reader must figure out the deep as well as the surface
‘grammar of a sentence. ’

Let's now consider the case of an adjective and it’s lexical negation,
possible and impossible. In some constructions, as in example (26) below,
impossible seems to be the opposite of possible.

26a) Under present conditions, an election is possible. -
b) Under present conditions, an election is impossible.
But it is not dl\Vd)’b so: Look at example (27).

27a) She'sa possxble candidate. X
-b) She's an impossible candidate.

28a) That she will be a candidate is possible.
b) That she will be a candidate is 1mpossxblc

, Sentence (27a) means something like (288) But the meanm;_., z of (27b)
is not parallel at all. From (27b) we know that she is already a candidate,
not that she might or might not be one. Moreover, we kow that she’s -
hard (or impossible) to deal with in her role as a candidate. Here again
similar lexical items are paiticipating in very different deep syntactic con-
structions with very different grammatical rules. And here again (28b)
makes perfectly good sense; but not the sense that (27b) makes, because
the grammar of English does not permit a derivation connecting struc-
«tures like (28b) to (27b).

" Sometimes the surface structure of a sentence and the words in it give
us very little indication of how it should be unpacked, or how it might be

_used. Consider the two sentences in (29) and (30), which differ only in

that one of them has the indcfinite article a whereas the other has the
definite article the

i <

Ut may we'l be that'it is some, fd(,t ubout the meaning ofdouht that makes the deriva-

. tion linking the structures of ("Sh) and (25a } impossible. In this case. the relevant gram-

matical information would not be framed in terms of the particular lexical items but in

_ terms of some element of denmg, which might be shared b) a number of different lexical

iteins.

2.
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29) There's always a quarterback.
30) There's always the quarterback.

The real difference between these sentences is more than just that.
Sentence (29) is a relatxvely straightforward existential sentence. It might
be used to answer someone's question about the composition of a football
team. Sentence (30) would be used in a quite different situation. It might
be used where the coach and his assistants are running cut of uninjured
players to carry the ball and, as a last resort, someene says, “Well, there's
always the quarterback.” In this case, we take it for granted that every-
one already knows the composition of a football team. Clearly, « reader
who mistakes one of these meanings for the other might have done more
than just mistake one article for the other.

Similarly, the difference between the conjunctions aad and or seems
clear enough. But how does that difference account for the fact that the
author of (31), below, wants the joke to be told; but the author of (32)
doesn’t? The first sentence has an imperative as the first clause but,
despite appearances, the second sentence doesn'’t.

31) Tell that joke again or I'm leaving.
32) Tell that joke again and I'm leaving.
~ In these pairs of examples two very different deep structures show up
with very similar surface structures. It can also happen that two different
. deep structures are merged into the same surface structure:

33a) Mary asked what I did.
b) Mary asked a question which I also asked.
¢) Mary asked: What did I do?

34a) Mohan and Megan are married.
b) Both Mohan and Megan are married. >
¢) Mohan and Megan are married to eachother.

35a) The story that John wrote in England is ridiculous.

a)
b) John wrote a story in England and that story is ridiculous.
c)

The story is that John wrote in England and thats ridicu-
" lous. (He wrote in France.)

Sentence (33a) may either have a meaning like that given in (33b) or
like that given in (33c). That is, the wh-clause in (a) may either be a
headless relative clause (b) or a subordinate question (c); sentences (34a)
and (35a) similarly have multiple “readings.” The deep structures cor- -
responding to the meanings given in (b) and (c) sentences have been
transformed into the same surface structure, this time without leaving an
obvxous trace.

1
We use many different kinds of clues to unpack such sentences: The
context, an understanding of the mood and opinions of the speaker, the
meaning of adjacent sentences in the text, intonation, knowledge of what
~ is possible or likely in the real world and what isn't, the type of discofirse
the sentences appear in, etc. A major problem for the area of linguistics

.
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that goes by the name pragmatics is to discover how the sort of gram:
matical knowledge being discussed here manages to link up with these
ocher factors to yield a model of linguistic understanding. We need to
know how linguistic forms depend on or invoke other sorts of kriowledge
and how that knowledge is applicd to the task of understanding what is
said or written.'!

But no mattrr what sorts of clues we use to unpack surface struc-
tures, the unpacking itself is not random or capricious, [t must proceed
according to grammatical rule. When we read we do more than recognize
letters, words, and grammatical <tructures. We also understand; that is,
we unpack the words and surface grammatical structures we are pre-
sented with into something meaningful, into a deeper structure. A gram-
mar which specifies the relationship between deep and surface structures
will specify how surface structures can be unpacked. Such a grammar is
something akin to a map; it specifies the routes which connect the fornis a
reader is presented with to the meaning encoded in those forms. Just
iearning a bit about what such a map is like, or even realizing that therc is
such'a map, is an advance for linguistics.

5. DEEP GRAMMAR AND READING

Now, let’s turn to three areas in which the view of grammar that Pve
just outlined could affect our understanding of certain reading errors or
miscues (Goodman 1967).

First, it is at least possible that soine errors could be best anderstocd
in terms of the grammatical rules that relate deep to surface structures.
That is; some reading errors might reallv be unpacking errors, where a
reader understands the surface structure of what he reads but fails to con-
nect it'with the correct deep structure.

We might imagine several sources for such unpacking difficulties.
but it would be reascnable to expect them to occur most typicaily in two
sorts of situations: 1) where the derivation of a particular sentence is
especially complex or 2) where it is somewhat unfamiliar. A derivation
could be complex either in the sense of having a large number of rules
connecting deep-with surface ‘structure or in the sense of ‘there being a
great divergencé between deep and surface structure—that is, what rules -
there are are complex ones, causing drastic differences in the two struc-
tures. Either sort of complexity might con:ribute to a reader’s difficulty.
Similarly, if a reader is unfamiliar with u rule that connects the surface
with the deep structure of a sentenge he is attempting to read —if he has

»not yet internalized that rule in his own grammar, for example-—or if he
encounters a familiar rule in unfamiliar sirroundings, then too we might
expect some reading miscues to occur,

"So a reader who is thrown off by three short hours or a short three
hours might not be experiencing the same sort of grammatical difficulty

115ee Peg Criffin’s chapter in this volume for a discussion of some of these pragmatic:s

problems. v SN

Larkin ) , " 15
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“scues. Fis oral performance or.ly approximated
a, and often not very -loselv, at that. Listeners
judge tim a very wezx reacer. Yet in his retel-
onstrate 1 not only thet he had understooc the
butals as the exchanges i 1) and (2) sugzest,
involve ir the unwindir.  the story and had
sitivity o nuances in moo:  .nd tone. ’
2boy 1. <e his dog? ,
[ guess ..but, at first. he - ‘ought he was & no
at dog—vou know, good 1 nothing—'czuse
mldn't help him catch bt but would just.
on the worms and stuff . but then after the
! that mountain lion .. | mean the panther,
i was. well, then he reallv felt bad thathe had
4t ~ad things about his dog and he really
wht - .at Bristle Face was a reallv brave dog.
“do~ u think that? . : ’
1. it said that when he thougnt that the dog inight
-ick or even die er somethiny that just thinking
it it made him almost bust out crying.
evel not superficially (auraily) discernible from
Tim was using “he clues he THund in the chicken
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“crecently il vounig reador
somewhe sarsllel to the way

“hat they ! ow  nuce precicl

because ¢ :he vof laniv e
can be pacized : serent sy
roduce prec ely ame sy acTic
order to une st ‘e authe v
~viatior: s+ owa: impes: e W
ceific chii . adi: pecific story.

~an trust thoo chile - L oare trong

e carn also tust tha - Hey arc 7oi:
tkes sense. in a we  the foo th.
5, visible lizear ora.- is misie . 2

foritistoo: vtoe i T -ts must reproduice it linea:
exactly in « -der to nder © -zt they ari readin:. If tha g
actually all :hat was req . “~ocess Gf - cading vould be mein
“more passi - (requi- e reader. har we know - o b
Reading is : very de = ... a-v v, requiring th - reacor to .oceract
with the w:thor to ¢r e o = from the zicksr eratche: sn the
page.

There is still surp- uly . <nown abc - whet seteally sappe s
in proficient readers” - = : ar are reading. Sim. . -y, very little is
known about the steps i~ ¢ acquisition of flu . :readini. Sore
children learn mysterious . . --hile others have treir ndous dii: cu’ iy
(a fact which could be .. = svwest that teaching 1 theds cur ently
employed Zon't really he =« :ch to do wit.. th:e lo -rning st~ oo
children a::nally nse). 7 wse = which mar ¢ child-2n learn

sense out of the -




impiies tha: r. séinz is © natural language rocess requiring th« use of the
same human cognizive abilities that are i »lved in speaking and under-
stancing. In - rder - . make learning tore.. easier ‘or more children, we
need to undcrstanc toe kinds of things that can disrupt this natural
process. In th= follo-vir g sectior. we willlook at 1) some potential linguistic
probien: arews for clevelopirg readers, 2 the kit ds of knowledge they
have t enabl= them to overcome these prc blems, and 3) why and how we
shoul aim t= avoid linguistically overburdening children in the early
stages of learning t- read. Then, in following sections, we will discuss a
specific prol zm.v hich occurs frequently, explain why it occurs, and
suggest some :tratezies for cealing with it.

e TR I L ST .

WHY LEAR!ING TORE=D CAI(«’ BE DIFFICULT BUT OFTEN ISN'T

© Militatir. 7 against children as they are learning to read is the fact
that the variety of spoken language they have lezrned (whether a stan-
dard or nonstandard dialect) is going to be different from the written
language. Acult written language tends tc be syntactically more complex
and compact than children’s spoken language. Formal-style linguistic
patterns which cceur frequently in written langu.ge are learned late in
the acquisition process. The following are-some examples of the dif-
ferences between tvpical oral and written styles:
3a) Oral: He walked like he was drunk.
3b) Written: He walked as though he were drunk.

4a) Oral: He is allowed to pay his book fine so he can register for
classes. o
4b) Written: He is permitted to pay his book fir=, thus making it
possible for him to register for classes.
The following are differences a nonstandard speaker mizht experience:

éi
3

5a) Oral: I zsked her dia she want to help me.

55) Written: I asked her if she wanted to help me.

6a) Oral: She's the one what gave nie a penny.
_6b) ‘Written: She'sthe one that gave me a penny.

In addition to these kinds of differences between oral and written
language, there are often differences’in order. For example, prepositional
phrases, which are usually spoken in final position, are often written
initially, sometimes with an additional reversal of subject and verb, as in
(7a) and (7b). .

7a) Oral: Luis ran down the street and around the corner.

7b) Written: Down the street and around the corner ran Luis.

In additior., ther= ic the fact that specific literary genres, as well as
irdividual authors. hz-s their own idiosyncratic styles. And when we
ta einto account the fz - that child and adult language are different any-
w..- (and most publisk: d children’s stories seern to be written by adults),

32
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hiz e stweon oral and o angu - ocan doalet of
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sigmificant.

~omp ztenc t;’: ir abi,
~an theizpr du-ivec

nguage) is
i ‘uage theay

acvaally us T aunderstand r ich d actually
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the. findt. -t _Herfrumthairc vnk Fiad  fevidencs

of tuis com. o sorts of black elil dr(-_ el ing gv
mazerizl wr=oon . Vernacular Black Enc © %t whet'is
“supposad” 0 s v bookst ov getinsohe sie..i1 evidence

as the Zoll' —jm. Dmwe ye ngster reod
printed:
8a) O: . Therev -z nolion. abe
&) W tter: Unerev - canlion: neds

s actually

About used sthi crseisa ostexele veooo it oo oold certainly
not charact. ristie o & childs speech. but thy w0 .- «cting some-
thing ~vpical of written language rat o tha o ~wwhich would

accur maturally in nis own sheech.

Children expect vwhat ey find i1 writter le suase o differ from
what “aey vould nornally .2-, and they have - = - acity w » understand
languczeth - veouldn™tact  oluse th =mselve: I; . at lzast two im-
portan: wi :, they ar- pre” ;re-:l fur cne of th nairal conszquences of
meetin 7 lamTuage that s meze complex sophist zate 1 tian their own: the
expans.on: -heir owr. linguistic corr petence. ~.nd, of ourse, it is not by
accident th.. thisis one of the goals ¢ 7 educatica, o (ix: literature is one
of the mear. bv which teachers seek to achieve th.s goal. Although the
essential pz— of Janguge ac juisition hus taxen place i»y the ime children
enter schoc. . an importint zspect of :he role of eduesztion is to facilitate
the expansic = of their linguistic-con vetence. te encourage them to be-
come lingu . tically more mature and sophi: ticated. And certainly ideally
their ex perw nce with w-itten n. ateriz. con: -ibutes to txis grewth. What is
crucial is t at we avoi¢ making the neginr. ag reades’s hugmstxc task too
difficul=. ¥ - are !noki g for a un! ‘ue and extrer-el delicate balance
between tv factcrs. ( none hanc e hav 2 the V= ir »ortant goal of
teachinz ¢ . iren to rew i, andonth ther-vehav th: zoa. of expanding
their li e competeuce by prese. ting them wi - increcsingly sophis-
ticated ~v~ tiem maroric | If the mat - alis too difi- 1. e development

of fluen: reading wil I xuer“lv hir _ored. If the - _--rial is too easy, the
child’s iz "uiciic « = tence will @t receive the ....-IL £ it neecs for
growth. i* .scomc  :-wvant here to make a disti-, tat ween reading

and appr :.iing terature, the latter being o fa: ,‘. manding dl"t,
requirin: i the -eacier be vory sensitive te the an - of ]ang1 ;1gc

four z- -7 becinnng readersis: ~atthe. wet + oz f om prin., we
22 . GRAM AR

34



omoTo translate wono
“rr tnem. This r

st illin
fzng....w hath

goas "o 1STE =T Zecing the main icus
atge: g aear g o aev will come to en
atthe u- . we oo - udis their lin zuistic »

= comnfortabie wiz
aid the expand

eV .

isoal s
ter

to use T
petenc

AFZ LUPEC TT 0 IJOININT CLAU L

orger b .

Swans o
The ..z

~plex

-5 crezi
ki o

me iczas for Lo
. : spezific arza =
ves alzficulties yorng
s batween clausas
[ ordizatior, embex
Fir ¢ ve will diszuse hriefl

anc.  velepzentalls -0 czuss probl
sdor. o fnssma chen s will suggest son
sorob

)

cloz
pross:T
wit::
per: dov
Cf e
gaist
07 suC
cithe o

—oclenes . -2xist can be se¢
whichr  oitiron.
olex ser iuces.
Zinjent .. ndar

onerelacnal v tdw Lo

nct unt., much _ater = .
mizer - necame oviden:
ter wred by

o veas correeted st the
sdhreecns (L),

e w=ms to the store when he
: purzhase his food with great.:
to srore then he v

thp

Loopened: s fas s that T
2o ot Towa, ce
« ffice 2 three < cloc ..

Calln ppenes sofuosthi
remomer what Twus v

<

10b Ro:z
Youn: rewders als
betv I

> T der | o that nle
= i‘:‘ l.:

NN Y

loodr.

O

ERIC

Aruitoxt provided by Eic:

1 to recoznize rel.
-~ Losving niscue =xample
zders. the protlem arc
: -»here he miscue
-ter.ce that the in_.or

srucs . methoc-
tod readinz

25 hzve in dealinz
or

-he de

nentatic

g
SESUK

ste s es for oocali

“he actua o ise
sships withis cor-
leczed frorm o
2caUse more
arced, and
apriateness of the
the sentence i

Ayt
1T

s ot hungry n order
ob =ctivity.,
seoaungry.

i for the l:fe of me
n. e at the doctor's

Zrnotforthe e of me

a

wnships
same

coonplen ol
awans

aave tc

t

phisti-

«d t: ¢ level o
cul v overy

anc semantic:




O

ERIC

Aruitoxt provided by Eic:

preeice vecationships I tween claus
juncti s as although even though.
sosure to ther . and practic:

= discuss or

- sest that elem
for ¢ .bining senter ces. Very-ear
among “he ¢ ajur atic as: cad, Ju., .
asto- b oable toinm onnay of the
LOTis.

I apaper ‘“jL'lct*'ons
cart ¢ oints to rmake a bc ut znd an.
m*"xpr ~vm: etricaily or asv
ordaring of b
e the Lame iodc, &

i
2
o
ol
I
(2}

I3
o

. othe covjus cdon s asymmet
co mrien anie cor.traint can be r
or termporas | telated, asin

1..) Mazwel: = tup and wal.
15) Emilyszw . police car i:
down cc nsf serably.

Cate orizing thes= clzuses as stric

quit: legit.mate; itis true that th

’ wcause he had zott ap
fshebo aotser nep

- nship et oren the Laus

{ primzril: caucal, and

cl: . must be orde ed as th

cor  natior of this ~oint.

i *Th+ Lone Ranzer - .
hor:.

aearn rub v "
ot Ly, Lo
T 1the o I s

Bioo o noat o

D.- Ccfancenoenc s, Seo oo

: - semantic relzti
o v - .dren he e nc means

veoo omed e Hvingy

ke 1 subore aating oo
comes i:e anc on.
v and ur lerstandiv

en wher ch: dren can reaz these v imooth’ e opro-

reell o - nave road thal they

o the real work  -ses
oo three are 50 ver atile
creprocise on ne-

Qebli 971 ha.z sem -
"t o oaked Beanc con ke
i i = conjurnction
ser Akl oossible), <he clzuess

W . oo o-he topic s house-

o - ;. vy mopped o kitehen

(the e mue! be wdered) th
o wihoat, ad ity rlauses ca
voor .. callrelared, o 1 (13).

cor rear  ow o roor anc she slowe s

~erapor ale ot casually - ¢lated is no
% A was able o wali e
—aidy “vould neit have daw o
Gper, Bt ds ful o say tha
spstard. termoral, anzl that of
inl true chat o Dot cases, the
o mmeee cabllity on L) s cleas

- the oasen and moo nted his

A o meaetricad . oor asym-
me cicw . wnowmantie relationship
shod. v noncasiv (47

A

oseor ol s often the denial of

in Charles Fillmore and
-ew York: I olt, Rinehart

Aot
Aguis;




O

ERIC

Aruitoxt provided by Eic:

some expectation tl:at could be assummed to feilsw nazuralls Soon e first
clause. For example. the deried exp- ~tation in (1§

13) Wilfred is wezlthy, buthe s urhegpoy.
is that being wealthy makes one happy. Arn interesting ract ab ut svm-

metrical eonjunction with Fu¢ is that alth such <he ~rdering of e lauses

" makes a difference semanticaily, reordesiz g <hein does not have U result

irz an ancmalous sentence, as can bessenin. .9

19) Wilfred is unhappy. but he is weaitay.
where the expectaticn is that an v nhappy perion is not w=althy

Now let us turn our attentica to the diffzrences between coordinat e
conjurnction with and and but, and subcrdinate conjunction with ao-
though and even though. W'e will see thizt cnor-dinate con’unctior is struc -
turally mcre flexible, semarticall v less zoneirained, than subordinzte con-
jur.ction, which suggests why children h more difficultz @ - :oming
proficient users of the latter . Com.pare sz t=ne2s (20} and #21):

20 Itraired and we k.ad a picnic.

21y We had a picnic and it rained.
Both are zcceptable Englizh sentences, -ises 5f simple symmetr »al con-
junction, but something mcire cormplex s-=ms to be going o sema -~ rlcally.
in that rain can be undesstood as @ ceasor for not having 2 picric.
Actually the sentences ar r.ot semanticaty identicel; (20) is 2 boast abe at
having a picnic in spite of rain, whereus (21) is a complaint ihout the
weather, but what is im portant to note iz that both ordering: .re good
and that and is a very versatile comjir.otion, capable of perforuing « lot

of semantic functions. Paralle. kinds of thi- s ars going -n in (X2 and
(23):

292) Iz rained, but we hada nicenic.

23) We had a picnic, b:: " it mainec.
Both of these are the denizi of expectaticn @ . th expect seing
something like “P2ople don’i thave picnies -wh: it rains” I aod Tt

doesn’t rain wher. people have picnics” ‘or (2. . Further. (22 i dil - (20,
in that it is a boasz, and (23; is like (21) nthat  is = com™ =z, Th Lard
and but can be seer to be similaz in tae kine  anc nun. =7 ¢! seantic
functions they can parform. * Hw jook at (24) a.nd (25

24) £lthough it rained. ve had a picnic

25) ? Although we nhac : picnic, it rain
The use of although changes t"1e sentences in ¢ o importas: was, First, a
subordinate, rather than a cocrdinate coniiunc:..on has besw usad. wking
one clause dependent upon tk other. S -ond. the conju 2 tic: s condi-
tional, in fact negatively cor: <o}, i sne wense that £ clac » intro-
duced by although givess . .. for woain clause e, o oo The

semantics of although sre i =i il or roles the 0w of and

and but, What (24) s\ B S RS T o L S SYTUIUI R P 1 LB\
)

. )\ e
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hawe niowics. bt ruined and we had one anyway. (253 s & possible

sentence salv ir . v ccific, rather odd context, where people feel that
thevcar ontroi ik weather (as children might well); it savs that it is ex-
perted .t havine - picnic makes it not rain, but we had a picnic and it
re‘ned mvway.

ra are —eiin = similarities between (22) and (24), and (23) and
(£3), ir. that (22 czr 5ut need not) be understood to imply (24), and (23)
tc impiy (25). Hov ~ver, although is far more complex and precise. A
quick laoik at ecen © ugh in (26) and (27) will show that its meaning is
very nearly ider “icc - although, only somehow a little stronger:

26 Tven- .. ou. . trained, we had a pienic.

27 ~Ever <he zh we had a picnic, it rained.

E-idence of thes ca- be seen in the fact that, without the right context,
(27) iseven mer - oo - than (23).

W lnow i ohildren acquire proficient use of and and but before
th-+ become predic oat with although or even though. Our purpose here
he Heen o suggast hy this might be true. We have focused mainly on
th zonjoining o oriv two clauses (It rained. Weéhad a picnic.) in order
t¢ -morstrate tae- rsatility of and and but as opposed to the specificity
of lthow: s anc ¢ n though. Examining the use of the former in a
gr _ter m.mber of . intexts would reveal an even greater range of mean-
i+ Since and ard .=t are usable in so many ways and can at least imply
-~ mear..ngs of our more precise conjunctions, children can get by for a

= time without toie latter.

yTRATE.CIES FOR OVERCOMING SYNTACTIC DIFFICULTIES

W1 = :mplications does this discussion about syntax have for class-
ream in ruction? Proficient readers have learned to integrate their
' owlec. of syntax with the other language systems and do this withcut
--e bene-t of instruction—many in spite of instructional practices. The
—otivati. - to read is overwhelming in a print oriented society and most
~aders# .1 ways to use what they know about language to develop read-
g proiency. Howeéver, some readers develop overuse of the
sraphop. - nic system as their main focus in reading. They focus on skills
such as unding out, finding big words in little werds, structural |
analysis, svHabication, etc. Often they are using rules which teachers or -
those who write basal readers believe are true of American English but
may not cperate in written English even 50 percent of the time. This
focus on u officient rules and on a single cueing system produces readers
whiose re_ding is inefficient and laborious. They do not rely on their intui-
tis & kniov ledge of syntax when they read.

" i to help students become . nfortable in using their own lan-
gu. . oo rewd, we must help tnem focus on the only significant

i
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aspect of reading——comprehension. Students must learn that reading is
their act of communication with an author. Theyv must focus on under-
standing what the author is pr&sentmg to them in the same w ay that thev
focus on trving to.understand a speaker.

Ve will propose some strategy lessons which will help readers focus
on comprehension. Whenever we pian reading instruction for students
and select or write materials for them to read, we must keep two concerns
in mind.

1. Concept Ipad. If the content of the material is bevond the under-
standing of the readers. they will have difficulty using the grammatical
structures to gain the maximum use of the content.

2. Complex syntactic load. 1f the grammatical structures are un-
familiar to the readers, they have difficulty unpacking the structure or
translating the structures into language with which they are more
famillar. ,

Reading instruction can be geared to avoid overburdening children
in either of these ways. If the instruction is focusing on introducing new
concepts and ideas to the reader, then the syntactic structures should be
familiar ones to the reader so ke does not have the burden of unpredic-
table syntactic structures at the same time that he is concerned with new
ideas. If, en the other hand, the teacher wishes to introduce unfamiliar or
unpredictable grammatical structures, the content of the material should
be very familiar to the students,

Our strategy lessons are written for students who have provided evi-
dence that they have difficulty with words or phrases such as as though,
even though, although, etc.; therefore, the written material used in the
lessons will provide students with context which is familiar to them.

Strategy Lesson 1

The following paragraph should be read aloud to the students since
it is assumed that they do not often use as though in their oral language.

Leonard plays hockey very well. He always acts as though he
is the only good hockey player on the team. He acts as though he
is the best hockey player in the world.

Follow the oral reading with open-ended questions which focus on
Leonard and his relationship to the other team members. Don't zero in on
the target words as though initially since the students should focus on
understanding the paragraph as a whole {irst. The open-ended discussion
will also provide the teacher with information zbout which students are

-comprehending. Through the discussion the students may begin to realize

that the word like is an appropriate svnonym for as though. Examples of
questions which would elicit concentration on the meaning; of the para-
graph include: What do you think about Leonard? Do you like him?
Why? Why net? Would you like him on your team? Do vou know any

Gocdman and Greene 27
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kids like Leonard? What do you think abou? them? is Leenard a good
hockey plaver? Is he the only good player on tie team’

ter vou focus on the meaning of the p2Tagraph, then vou can help
the students understand that authors have optons in Writing. They may
elect to use certain words or phrases instead Of gthers. Readers also have
similar options, as they interpret the author's messz£€. This kind of dis-
cussion gives the teacher the opportunity to explore Uifferences between
written and oral language which might be similzr to the ideas presented
earlier in this paper. This discussion can be facilitazed by asking the stu-
dents to explore the different ways the above Paragr2Ph could have been
written retaining its basic meaning and comparing this to Gifferent ways
the same message might be spoken. ,

Strategy Lesson 2

Have the students explore rewriting of s0tenices SO they can continue
to see the various options authors have in writing and realize that readers
have similar options.-

The following is 2 sample paragraph foT rewritig purposes. To ex-
tend this lesson, write additioral paragraphs Which a7¢ related to the lives
and experiences of the students. .

Example

The boys and giris in our class do got like to go on trips to-
gether most of the time. The day th€y went to the zoo they really
enjoved the trip.

Explore with the students how they might rewTite the events of the
first pair of sentences into one single sentence - ithout changing the

meaning. They might dictate the various alternatives so You or an able

student can write it on the board. After a few examples, suggest that they
again try to produce a single sentence but this time place the ideas in the
second sentence, The day they went to the oo they really enjoyed the
trip, prior to the ideas in the first sentenc®. 1f none of the sentences
include although or even though add some Samples of your own to the
list. This should be considered another alt€tnative and not the correct
sentence.

Example

The day they went to the zoo th€ class réally enjoved the trip
even though they do not like to go On trips together most of the
time.

Through the discussion. encourage the Students to discuss which of
the alternative sentences they prefer and why, They could also explore
the way different wordings change the meéaning of the sentences and
which wordings do not seem to make any difference t0 the meaning.
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Generative Phonology:
‘A Basic Model for Reading

Walt Wolfram
Federal City College

INTRODUCTION

There are inherent dangers in attempting to present introductory
notions of a descriptive model in a discipline that has undergone as much
change as linguistics has over the pas* couple of decades. Two decades
ago, there was a fairly unified versio.. .f “structural grammar’ that was,
with minor variations, the security :lanket for linguistic descriptions.
This, of course, was :prooted witl: the advent of transformaticual-
generative grammar, which challenged many of the tenets held dear by
structuralists in the late 1950s and early 1960s. A fairly unitary version of °
transformational-generative grammar evolved for a few years during the
early and middle 1960s. But this has all changed as more specific details
and underlying assumptions of the reigning model have come under ques-
tion. Although this is truer. of grammar than it is of phonology, there is
_ little doubt that many qualifications of the earlier interpretation of gener-
- ative phonology are also in crder.

Mow this situation presents a dilemma. On the one hand, an honest .
admission of qualifications that must be made to many of the aspects I
would have set forth a couple of years ago might lead to a somewhat
frustrating experience for an audience attempting to grab hold of basic.
principles characterizing generative phonology. 1 have seen ‘audiences
come away from such honest presentations with a deep sense of-despair
and an inability to grasp even the most rudimentary principles. On the
_other hand, a clear-cut presentation of unqualified dictums might lead an
audience to a false sense of assurance concerning the field. I can still recall
my own disillusionment when my second course in linguistics shattered so
many of the cherished dictums I'had been quoting from my first course.
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"It would be i . . reach a middle road between the extremes, but
realistically one must cicose the side on which he wishes to err. I have, 1
think, chosen to err on tue side of limited qualifications and‘perhaps can
cover myself through occasional footnotes and a general introductory re-
mark that many statements that I make should probably’be qualified in
some way. I hope that the broad qualifying statement as an introduction -
does not detract from'the observation that there are essential underlying
principles to be found in locking at phonologlcal svstems for a generative
perspective.

In a very real sense, the development of generatwe phonology must
be linked with the development of generative grammar. Although it has
probably not received - s much acclaim as generative types of syntactical
analysis, I think it is/f: - to say that it has changed the way linguists lock
at sound systems Jusi as significantly as generative v1ewpomts have
affected the way welo :at syntax

WHAT IS CI;NERAT“ 'EPHONOLOGY?

The initial question asked when confronted with the label ‘genera-
tive phono}ogy” is how one defines such a theory and the way in which it
is dlfferenhated from the types of phonological descriptions which were
in vogue during the’ post-Bloomfieldian era of structural linguistics
popular during the 19 s and 1950s. In a sense, the remainder of this -
paper will deal, ir: det: .. with different aspects of this question. But we

can preface our diseus: v by giviny a brief introduction to the notion of
generative phonalogy. - :sing the term generative phonology, we are re-
ferring formally to sta: - . :nts, rules, or axioms which can produce all but

only those well-foime . :tterances of a language. The goal of such a
theory of the sound str  :ure of language is to make precise and explicit
the ability of native s :kers to produce utterances of ‘a particular lan-
guage. As mentioned reviously, the viewpoint on phonology must be
seen as an applicatio-. of broader claims that have been laid forth with
respect to an overall model of language. As such, it extended the units of .
analysis beyond the limitations set for a phonology during the era of

American structural linguistics. The American structural school ' as

practiced by the followers of the Bloomfieldign tradition was largely con-
cerned with achieving what Chomsky (1964:63) classified as the observa-
tional level of adequacy. Observational adequacy is concerned with
giving an account of the primary data, that is, segmenting and classnfy;ng
the units (the “phonemes” as units in the phonology) of a language: .
Gerierative phonology aimed to do more than this by accounting formally -
for the competence of the native speaker in his language. A description

with the goal of ‘accounting for. native speaker intuitions attemptsito
achieve a level of what Chomsky (1964:64) referred to as descrzptiue
adequacy. And ultimately, a generative phonology must aim ‘at a
principled basis, independent of any particular language, for the selec-
tion of a descriptively adequate account of any particular language. The
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ultimate level of adequacy, tory adequc.y, is ¢onsonant w: i a

viewpoint in which linguistic ‘s viewed as .: special kind of stu. - in

psychology in which every ca “built into & iinguistic theory c. -i-

tutes a claim that the same c.. .ty is built into the ianguage con rol
aspects of the human mind anc ‘h mechanism.

The phonological compor - a language model is basically a com-

" plex system of rules that appi: 1 string of elements from syntax and

semantics to convert it ultimai- . its phonetic form. However one con-

ceives of the organization of ¢ -ne: aspects of an overall language mocel,

"at least two (and possibly thres) bits of information seem essential before

the phonologxcal rules can operate. First, there must be lexical represen-

tation in which the basic units of the vocabularv (the morphemes) are

represented in some form; then, there must be some type of syntactic in-

formation which is necessary as the input for the phonological rules. In
most cases, it appears that the surface output of the syntax is the input for

the phonological rules and, in some models, it appears that there is also

some necessary semantic information. The phonological component itself

contains rules that can operate on basic lexical representations while
taking intovaccount syntactic 21.¢ semantic information) in or. -r to

arrive ultimately at the phonev .. Diagrammatically, we ma  iew

this as follows:'

Carzieon
Gramr:._tic.! Informz:.on
(Semertic aformatics)

Surfac catof Syroo
[ Phoi . . omponLTl
T'
\ Surfacc - Informati i
For our dx&c ssion here. -« al aspect: -~ the above diagrain
g
deal - ith the nat ire of the + . make us * «: phonological com-
_ I g
onert and the phonological “ the lexizz. urits of the language
P gl guag
take. These aspects, as a part itive phenclogy, will be discussed
p ;

in more detail below. ™

LEX:ZCAL REPRESENTATIC

, The lexical unitsof alvnm - v ani~' ral Hartof any description
- of a language. One aspe: o onting e lexicll unit (morpheme) is
. its semantic descriptior. <. ~. A pcuicular semantic reading is

" obviously an essential ; © .xical  »ms ‘ound in a language.

'T have purposely tried (wit.iout cc uiplete success) to avoid committing myself here to
a model that shows the relationship between syntax and semantics. This is a crucial issue in
current linguistic theory that is discyssed in other articles.
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Another aspect of representing the lexical units involves the formulation
of syntactic privileges. In other words, a grammar of a language must be
able to specify what sorts of units can function as verbs, nouns, etc., in
the realization of a grammatical sentence. Still another aspect of the lexi-
con is the representation of some type of ‘phonological shape for lexical
items; that is, each lexical item must have some type of phonetic form.
~The phonological shape of these units is crucial in understanding how
phonological rules operate since it is input for the phonological com- .
ponent. With respect to the phonological aspects of lexical units, the pri-
mary question is, What type of phonological information must go into
these lexical representations; that is, what should the representations or
lexical spellings look like?”This becomies an issue of some importanc
when we observe that some items which we intuitively feel to be relatec
- take more than one form’. For example, if we look at an item like electric.
we notice the variation between final k and s when a suffix such as -ity is
added, giving us electricity. One choice is simply to enter such alternz-
" tions as a primitive part of the basic lexical item. But if we entered it fc -
an individual item such as electric, then we would be confronted wiL;
other items such as elastic, which show the same alternation when -ity -
added (elasticity). It does not take astute powers of observation t
recognize that we'seem to have a regular pattern here, in which certax
forms endmg in -ic change a final k to s when the ‘suffix -ity is addec.
What is more impressive is the productivity of this type of pattern by nz-
tive speakers of English when confronted with items not usually ending ir:
ity. Thus, a native speaker who may never have been exposed to a form
Like stoicity from stoic c= rubricity from rubric will automatically alter-
nate the final consonazit to follow the patterning of electricity and
wlasticity, As we ment:sned previously, a generative phorology must
account for the competence of a native speaker of a language in the
sounds of his languag: =n a precise and explicit way. In attempting to
apply this principle to how we represent lexical items, it seems that the
most efficient system “vould be one which places only unique informatia:
into the lexical item and allows general principles of sound orguriizatim,
to account for all predictable variations. In this way, we can account fo:
the underlying sameness of certain ‘units and the generality with which
processes affecting change are observed to operate. The lexical spelling or
representation for each form should, of course, allow us to most ef-
ficiently account for all the necessary changes that will take place. Al-
though some of these units may be one of the alternate forms, this is not «
necessary requisite; in some cases, a nonrealizable form may serve mosi
efficiently as the unit from which all the variant forms can be predicted.
The basic form of the lexical entry is sometimes referred to as the under-
lying representation, since it is the elemental unit in the structure from
. which other forms can be derived. Although there are-rather detailed
types of motivations for choosing the actual form that the underlying
representation should take, the determination of efficient lexical repre-
sentations is a cornerstone of generative phonology. In one sense, the
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notion of underlying representation as distinguished from stirface
phonetic forms is analogous to the distinction in syntax between deep and
surface structure. In this conception, the underlying representation is an
abstraction from which the various phonetic forms of an item are
eventually derived through the process of applying the varicus phono-
logical rules.

In structural phonology as practiced in the previous several decades,
it was the phoneme which was considered to be the basic unit in pho-
nology. Phonology was seen to be clearly separated from grammar and
the phonemes of a language were determined apart from any considera-
tions of grammar. This is not to say that linguists during this period did
not recognize: that certain alternating forms of morphemes were defined
on the basis of phonological conditioning, but these alternations were
considered to be a special part of the grammar (morphophonemics).
When a phoneme was defined, it was not considered with reference to
morphological considerations. And although the phoneme was con-
sidered to be an abstraction on: one level, phonemes were considered to be
uniquely realized ir: terms of one set f phonetic forms. In generative

- phonology. 112 level of the pheneme v . - redefined so that it could match

the deeper “evel of abstraction aimed z.: in the most efficient conception
of phonolegical processes—one whic™ could account for all differznt

types < phonological conditioning fou. = in a.langu_:. This redefl.“,
notion 51 the basic unit in phonel 5 sometimes =z referred tc
the syst=icric phoneme inorde- -+ nguish it fri - 12 classical | ;':el
of the r.iczon-e. '

T " ortant notion to remem . here iv vstemati: pho-
‘nemes it th - basic units in the lexi.  -epreser ic . d that they are

repre.:.. -4 ir such a way to effic ent.  allow fc-allt. sredictable pho-
nolosiczal :nfcrmation to be accountec. for by t.ie phe iological rules. If
phorological information is unique to . lexical item, o it is distinguished
from: the othier lexical items of a language, then it istol  represented; but

. if it i: predictable, then it should not I > repres ated 1+ the basic entry.

Thus. the difference between sand k v »uld bi epresonted in items like
sill and kill since there is not a predlctdb ¢ procc ; for arriving at the s and
the k. It is unique information which iz crucial .o distinguishing different
lexical items. But in forms like electric and c:cctricity and elastic and
elasticity the s is. predictably derived from k when the suffix is added to
the related forms. Hence, the predictable change should not be a part of
the lexical spelling of an item. As we shall see in the presentation of
Vaughn-Cooke, the notion of lexical representation as presented here has
important 1mphcatxons for the most effxcxent spelling system of English,

PHONOLOGICAL RULES

If the task of the lexical spelling in a language is to give only the un-
predictable phornological aspects of each item (morpheme) in such.a way
as to most reasonably and naturally account for predictable information,
we still need to account for the regular patterning that can predict the
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needed information in order s arrive at actual pronunciations. This is he
job of the phe nological rules —to account for the predictable aspects of
pronunciatior whether theyv relate to alternate p-usciations of the
same basic mc phiemc or diftorent phonetic forms th it a given sound can
take. To begin with. there are 3roperties of particu’ar sounds which are
implied by others. We know, “or example, that Ex: lish has sounds pro-

duced with the tonguc in 2 more backed position 5 " as u and U, and
ones in which ' is produced with ihe tongue i1 a 1+ -2 frontc2 position
such as i and I. As a concomitant of the back sour.  wve also ~now that
the lips may b rounded during the producti & < +..: scand, but in the
prod: ztion < : the front vowe - of English. © - rouriing *vpically takes
place. This i w4 true of all Longua zes, of o urse, | ice o language like
I'~erzh e Cerman cxn procLzs [ stsow - - vith - rounding of the lips

qoe so-codlec nlaut souncs
pradictiile o - Inglish is in
formatiz:n & codundart in

» the ntermatin about rounding is
<.sicon of the tongue, such in-
=zresentation for English and

therefors: 1o = _zcountad for ny comie asper of photolegical rules. Rules
voaich g or th sort o mforma referred to as redundancy
ries. 1 o iase, the rews v~ o udict some attributes of a
sound & = boses onoths attribut 7 2 ther property. The signifi-
cance o st v a paonologic. wo ption will make more sense
- waen v - st: = the notion of dis ‘e teatures later in the paper. At
~thispoir . .+ ficient to note the -ain aspects of an acequate pho-
nologice. p w=- are needed to 2 vt for prediciab.. attributes or
prooert: so. o ndurit. Inadditi wc he prediction o: certain proper-
esofa sy chareimplied by ot - properties, some aspect of pho-

noiogy wouid 1 ate to predictable it rmation about the permissible
sound ¥ ruences .hat riay occur in a L. zuage. For example, if a three
conson: © seque ice occurs at the begi:  ing f 2 morpheme in English,
we kn:- thatth first s©ind in the sequ nce roust be s. the second a stop
like p ok, ar thethvrdsoundlorr. “hisi uryular pattern that any
native  saker  Enghish would be  le to recognize. Given certain
potenii: .y nev  ordsi:. the Englishla  uage. this prineiple accounts for
the fa: hat t: native speaker will . ¢pt zn item like splot-or scrat
while = :cting ems like fplot or snra. as legitimate sounding words in
the Eng.ish la: zuage. Rules which account for the placement of re-
dundant infor:-ation in terms of the sequences of units are sometimes
referred to as cguern ¢ redundancy rules (as opposed to segment re-
dundancy rules ment.oned above) or morpheme structure rules. It is
essential to aces:nt for this type of information explicitly in a generative
phonology sinc= we rmust account for the native speaker’s intuitions about -
the types of permissihi= sequences of sounds in his language as distin-
guished from imperz.:::ible sequences.

Although the above types of informatior are ultimately an essential
part of «. genera: ¢ phonology, we primarily will'be concerned here with
another type of ule which accounts for all the predictable changes that
take place in phonological units when certain morphemes are combined--
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nto words or certain sound “2quend s are jux aposed. There is a general
principle whicl: is univer-al in all sHund systems: sounds tend to be in-’

luenced by their environr - ¢ By caviroane: 2. we are referring speeif.-
ally to the influence of neighbur 2 sounas— the posiion in which a
sound occurs in larger units such « a syllable, morpher 2, word, phrase,
or sentence, and the occurren» ~~ certain sup-asegmer tal units such as

stress or intonation. Ultimate! -, t. - modification of sou:ids seems to fol-
low natural principles relate: te nhysiological or psychological strate-
gies.? For example, some of the exnlanations mav be di::: 10 “he coordi-
nation of different muscles within ke vocal ru-hanisn.. Others may be
due to purceptual strategies thzt ta. > place to o .imize differen:tiat on be
tween units for the speaker znid i carer to moe . efficiently mak- use o
language in communication. ~hers are a nu: oer of main types f pro-
cesses which can- be delimited in ci racterizit - the types of phor logicai
changes that are found in languag:  Since thi- the essential aspect of the
phonological rules, it is therejore instructive o del mitate some of the
main processes with illustrations --om Engli:  Simlar types of illustra-
tions could have been taken fr nn :ny numb- - of languages. As we shall
see in the interpretation of this pa; +for the - 2 of spelling in English by
Vaughn-Cocke, an_understandir 5 of the: predictable phonological

processes must serve as a basis for etermini: -he nature of regular spel-

ling patterns observed in Englich.

Assimilation
In assimilation, a sound takes on the ch.racteristics of a :.2izhboring
sound. A sound may assimilate in several wa: . For one, souncs may take

" on the position point of articulation of a pr-:eding or follov ‘ng sound.

Consider the forms of the negative prefix -in . . the following i--ms:

indeterminate i mnaterial
indignity in onclusive
impotent in cratitude
Tn the examipies, v o note that the nasal segr. -t of he pretix tonos to

change to the point of articulation of the follow:ng sound. I the ciize of a
iabial sound su=h as m or p, the pronunciation become' . as reprezented
in the spelling ~f m before these items. In the case of i and g, the sound
«pically becorres an [1],'the segment usually represez:ied by the ng spel-
Eng of sing. It -nould be noted here that the speaker o7 English will auto-
matically prosiounce it this way regardless of the fact that it is spelled
with an n before a sound.produced at the back of the mouth such as k or
g 4

A sound may also take on a particular manner of articulation from
an adjacent sound rather than the point of articulation. For example; if

*The delimitations of these natural principles is one of the areas linguists are most ‘
actively. pursuing at this point in the study of phenology. )

. : \‘(:f;" /3’9
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we look at how certain pl irals are formc 1) v can notiee e o lation
of the voicing specification in the plurel o ifix to the ;oo 0 0 ound,
Consider the following words:

k:uts;]" cats

|

[taps] tops
[pa ks& packs
[karbz] \ cabs
hdz] Nids

The above examples illustrate differént plure sufiixes th.t are de-
pendent on the voicing of the preceding segment. This aspect ~f plural
formation is but one part of a more general tule for suffix fori. :tion in
English in which suffixes beginning in a copsonant must n:stch the
voicing specification of the preceding consonant)\This is true for = e addi-
tion of regular -ed forms as well as the dfferent types of suffixe:  ~volving
sor.: form of -es suffixation (i.e., plurzls, possessives. and thirc per:on
singular present tense forms). Note how the rule pat\grr.s for the - J{orms
in the following examples. : ' ‘

{pikt] - picked [l)rmgd]\ bra sged
[rept]  rapped [rezdl  razzed

[past] passed [‘: {ript] reaped

The same general assimilation pattern we observed to operate for
plural forms is found to operate for -ed forms as well, Regular assimilz-
tion processes such as these are quite productive in Englich. allowing us tn
predict how a native speaker of Fnplish would form suffxia! forms for
new items in English. Thus, given some nor:zense verb fozms 1i* - biick,
blag, fup, or feb, or some nouns like wucx, wug, stap, or weeb - weuld
expect the past tense and plural formations raspectively to be as ©llows:

{blikt] blizked waks] wuel
[blwegd]  blugged ~ogz) wugr

[£apt] fupped e pr] staps

[f ebd] febbed wibz| weel:

1 The formation of these forms simply fo.lows the operating r:ies of
assimilation already learned as a part of the Englishssound s:ster: And
note here that these forms predictably would be pronounced with iz ap-
plication of the assimilation process regardless of the fact that the actual

-spelling of the forms is consistently -s or -e4.

There are, of course, many diffcren 1 o5 of assimilation pro.sies.
so that consonants assimilating to the point r manner of articula... = of
an ddjacent consonant is simply ii’ustrative - a number of different -1pes

2All the transcriptions throughcut this paper represent broad phonetic transer: on
and are not intended to include phonetic details irrelevant to our discussion,
[y
ol
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of assimilation. Vowels may assimilate attributes of other vowels, or con-
sonants may assimilate certain praperties from adjacent vowels. Thus, the
chinge of a final kK consonant in items like electric and elastic as deseribed
previously involves a process in which &k becomes s before a high front
vowel ¢ the affix ity Before a nonhigh front vowel such as that occur-
ring in “he sucfix -al (electricaly, such a change does not take place. The
change o+, then, may be viewed as a consonant in the back of the mouth
changir ¢ -0 one produced closer to the production of the following
vowel. suchtypes of processes are not at all uncommon in English, as in
other langages.

Neutralization ‘

In neutralization, phonological distinctions operating in a language
are reduced in certain types of environments. Like other types of pho-
nological processes, the conditioning environment may be related to its
position in higher level units {syluble), contiguous segments, or supra-
segmental units such as stress. Basie consonant and vowel contrasts may
both be affected. For example, in some dialects of English, the contrast
between b and d may be neutralized when oceurring between vowels
when tne folle ving syllable is unstressed. In such cases, a flapped sound
may be utibizeo Torboth ¢ and d. All of the following items may be pro-
rounced with this flap regardless of whether the underlying form is t or d.

[biele] batter
hafe) badder
{Liele] latter
[Lele] ladder

a the case of items like batter and badder, it is quite reasonable tw
ssume that an underlving d exists in badder because of its derivation
i-om bad and an underlying ¢ in batter because of its derivation from Lat;
t the actual pronunciation of these two items in casual style may be
entical.t The. particular neuatralization is affeeted by the surrounding
cavironient as it interseets with particular types of stress patterns.

In I aglish, a'great deal of neutralization can be observed with refer-
ence to vowels. Some of these are peculiar to different regional and social
varieties of English while others are found generally in all dialects of
American English: In many Southern varicties of English, the vowels I
and ¢ are neutralized before nasals ike m and n. A Southerner will there-
fore pronounce pin and pen, tin and ten, and tinder and tender identical-
ly. In other types of environments (as in bit and bet), the contrast between
these vowels will still be retained since neutralizations such as these are
typically restricted to certain phonological contexts. o

‘There are other dialects of English which distinguish these words by the length of the
preceding vowel. I some of these cases, the contrast between ¢ and o mayv be neutralized,
but the vowel length keeps the words from being homophoehous.
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Gne very widespread neutralization of English vowels coneerns the
reduction of many different vowels to a schwa-like vowel when occurring
in unstressed syllables. If we thus take an item like telegraph or photo-
graph, we note that the first syllable receives primary stress, the second
syllable is unstressed, and the third syllable secondary stress. These items
are usually pronounced something like [télagraef] and [fow tagricf], so
that the schwa-like vowel occurs in the unstressed syllable. But if we add
a -y suffix to these items so that the second syllable is now stressed, we get
something like [talégrafi] and [fatagrofi]. Note that the first and’ third
syllables are not unstressed; consequently, they are reduced to schwa. Al-
though there are elaborate rules for assigning stress to effect such vowel
neutralizations that have been worked out by Chomsky and Halle (1968)
and further refined by Halle (1973), the important point to note here is
the systematic process of neutralization in which unstressed vowels be-
come a schwa-like vowel. Agdin we should note here that these vowels
will automatically be neutralized according to the stress patterns and re-
gardless of the underlying lexical spelling of the vowel.

Deletion

In the process of drletion, elements which are posited to exist in the
lexical representatiorf of units are lost in particular types of environments,
In many cases, deletion processes result in a change of the syllable struc-
tare in such a way so‘as to arrive at more “basic” syllable structures. For
example, son - processes may delete segments in order to arrive at a
simple CV sequence since there is a tendency for languages to prefer such
sequences. Deletion processes, then, may break up clusters of consonants
and vowels in the direction of these more basic patterns. For example, if
we look at the alternation of the indefinite article in standard English, we

- note that the article a occurs before items beginning with a consonant and

an before items beginning with a vowel. By distributing the different
forms of the article in this way, we can see how the preferred CV

sequence is retained in English, since the distribution prevents the occur-

rence of CC and VV sequences. If we posit the an as the underlying

lexical form, the n can be seen as a deletion process which arrives at the

rnore basic CV pattern.

In English, some of the deletion processes like the above are quite
commonly recognized. Thus, the different types of contraction processes
which account for items like He's made it, He'd fallen, He'll come, and
He'd come seem to be derived through general deletion processes. Under..

‘certain relatively unstressed conditions, morpheme-initial segments like h

(have, had) and w (will, would) may be deleted. In a different deletion
process, the vowel nucleus of these items (which is changed to a schwa-
like vowel when unstressed) is also deleted, along with the vowels of other
types of auxiliaries such as'is and are. This process, then, accounts for
forms like He's ugly and Yoi:'re ugly occurring as contractions along with
the previously mentioned items whose underlying forms began with the

“segments h and w. Although there are a number of details which would
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have to be considered in a full account of these prucesses, the well
recognized contractions of this type represent jmportant deletion pro-
cesses taking place in the phonology of English -*

While deletion processes of the above types are often recognized on a
conscious level by speakers of English, there are other types of deletion
processes which take place in casual specch that 2re sometimes not
pointed out. For example, consider the following forMs as they may be
pronounced in casual conversation by speakers of standard English.

[wessayd] west side
[west £nd] west end
[blayn mwn]  blind man
[blaynd ay] blind eye ’
[wayl gus] - wild goose
[wayld ¢nd)  wildend

In the above examples, we first note that a}l the deleted segments
consist of the final member of a consonant ©lyster and the end of a
syllable. We further note that the final member of the cluster is only
deleted when the following word begins with 5 consonant. If the fol-
lowing word begins with a vowel, the rule capfot apply. The effect of the
rule reduces the number of consecutive conson@uts so that three successive
consonants are reduced to two. Deletion Processes of this type are
relatively common in a casual style of Standard EngliSh, even if they are
not always recognized overtly. ’

There are other types of deletion processes that are sometimes not
recognized because of a failure to recognize the relationship between
derivative forms in the lexicon of a language- Ip some cases, the alter-
nations between these forms suggest how particylar Units ini the lexicon
should be most efficiently represented t0 gllow for the general

phonological processes to operate. For example, look at the relationship
. between the forms given below:

[sayn] sign
[s?gnoéUr] signatyre
[r1zdyn] resign
N [r.ézigneysen] resignatioy
[dizayn] design
[d ¢ zignéysan] designatiop

If we recognize that forms like sign and Signatures resign and resig-
nation, and design and designation are relate? inthe lexjcon of English,
we will note that only when a suffix like -atur€ or atio® is added is the g
actually pronounced. If we posit an underlying g in 20 item like sign, a

*For more complete details Concerning the actua] de€lytjon pfesses that account for
contraction in English. the interested reader should co™Suj¢ Z\viCk}‘ (}970) and relevant
sections of Laboy (1969). i
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reasonable postulation because it is needed in deivative forms of the
iten, then it must be deleted when these tvpes of suffixes are pot added,
When looked at in closer detail, thas, certuin spellings with seecadled
“silent” letters of one type or another seem to relate tonnsderly ing forms 1o
which various deletion processes have appiied.

Coalescence

Coalescence seems to be a specialized type of process which invoives
both assimilation and reduetion. In this process, two or more sepments
arc replaced by one segment that shares characteristios of the origine!
units. A typical case of coalescence in English can be observed in the at-
tachment of the -fon suffix to different forms. Consider the following
examples:

[rabé hyan] rebellion
[dominvan] deminion
[d&monstrévion]  demonstration
[orowzan] erosion
[kanfyuzon] confusion

In the first three examples, involving lexical items that end in{ or n,
we note that the suftix contains the palatal y; butin the items ending in ¢,
d, s and z, the final segment coalesces with the y to form a corrgsponding
palatal fricative, either (] or {Z], depending on whether the final segment
is voiced or voiceless. In the latter case, the seginent combines features of
both of the original segments while resulting in a segment different from
both (ty—s, sy—§, dy—z, zy—2).

A different sort of coalescence involves the double consonants. In this
instance, double consonants are coalesced into one segment. In casual
speech style, double conscnants involved in words like illega! and ir-
responsible are realized as a unitary seginent. In some cases, the coales-
cence can only operate after operation of ather rules which effect assimi-
lation. Thus, when we look at a form like usta, we see first that the
original {zd] pronunciation of used assimilates to the voicelessness of the
following ¢ in to (i.e., ust ta). This results in double 's. Once this has
taken place, the two t's are coalesced into one segment.

Epenthesis

Ia epenthesis or addi:ion, a sound segment not posited in the lexical
representation of items is inserted through a regular phonological process.
Epenthesis seems to occur less irequeantly than a process like deletion,
but it is by no means uncommon. Both vowels and consonants may be in-
serted in an epenthetical process. One process which a number of linguists
consider to be epenthetical involves the formation of plurals in English.
In our previous discussion of assimilation, we noted that two different
res. zations of plural, namely [s] and [z}, were dependent on the vuicing

‘spe. Zication of the previous sound segment. But the observations made

1%

. :
Wolf-am X~ o 43









O

ERIC

Aruitoxt provided by Eic:

wo dis-
Larionn alternate

there must be o

1

e e ;;lrl‘(

. then
w o and if the

—- AYB. The pro-
cuse 6 such w conven-

Censen Ao T

tron Thie ol neatralizes ichances + o1 before
Vine. For convenicnce here, we shall
[ Bowe ko it can

y
AR S VIS I A

<1 Ti

~ oawhen followed by thee nasal n.

an deletinn er epenthesis can also be cap-

ht approadmate the ruie which

no like the folloving

Sctnteat of L opreceding
imorpherne bonndary

PHONOLOGY



O

ERIC

Aruitoxt provided by Eic:

MMore important than the formal convention for specifving such rules are
the particular generalizations in processes that can be captured through
the convention. Such rules are written in the form of process statements.
That is, we start with a basic unit found in the various le:ical representa-
tions and process it in various ways in order to eventually end up with the
acutal pronunciations of the items.

1t should be pointed out here that process statements as a descriptive
device were not unique to generative grammar. Before the development
of generative phonology, there was already an existing tradition in lin-
guistics for describing various forms of a morpheme through what was
known zs “item and process” descriptions.'® But there are important wavs
in which the tyvpes of process statements formulated in generative pho-
niology were different from the types of process statements done during
the structural period in linguistics. In the first place, there was commit-
ment to this tvpe of description inherent within the theoretical view on
which the. transicrmational-generative model of lar.guage description
was based. Previous types of descriptions often appealed to process state-
ments only for the sake of methodological convenience. Therefore..a justi-
fication of the sort, “There seems to be no reason why the linguist should
not use whafever metnod best suits the situation™ (Elson and Pickett,
1962:46) was considered sufficient. The emphasis on a convenient meth-
odology for segmenting and classifving units was primary in the struc-
tural period, whereas an explicit theoretical model was given primacy in
the developments that took place ir generative phonology.

Second. the level of abstraction in terms of the basic units cf the
sound was different in the two conceptions of process descriptions. One of
the realized forms was considered to be the base in earlicr process formu-
lations. As Gleason (1961:82) put it, “Select one allomorph of each
morpheme as a base form.” Generative phonology was allowed to be
more abstract so that no such restriction was placed on the base forms.
And in the older framework, the distribution of different forms of a
morpheme (allomorphs) that were sensitive to phonological environment
was viewed to be an intermediatc level which was actually part of the
grammatical component of a language at the same time it has obvious re-
lationships to the phonological changes occurring in a language (hence,
the term morphophonemics was given to explain this level). In the struc-
tural conception of language model, thie phonology was to be clearly
separated from the grammar of a language, and justifications of various
units was to be made without reference to other levels of language such as

*Compare Hockett's classic article {1953) on different types of processes utilized in
grammatical deseription. As Hockett points out in his article, item and process types of de- |
scriptions were actually older than distributional statements following the tradition of
what had been labeled “item and arrangement” (the simple description of clements in
terms of their distributional occurrence with other elements). And while item and process
statements were utilized to deseribe the oceurrence of some phonologically conditioned
variants of 2 morpheme. the description of the phonemes of a langnage during the struc-
tural period were typically confined to item and arrangement types of statements,

. v
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grammar. In terms of the phonology itself, the phoneme was the primary
unit and changes in phonemes that interacted with the different forms of
a morpheme were somewhat out of place in the phonological level of a
language description. In generative phonclogy. the basic unit in the phi-

nology was more abstrast, anc || ~b Togical ciases regarcless
their : .7 sitivity to morptologice .- @i, ere con:zicered to be zn ap-
oropriai aspect of the phonologt s :language.
The -hird important differe: . b+ wn earlier orocess tvpes of de-
: ST

scriptior: and those founc in gen. - ativ. dh nolegy relates to the notion of
rule ord-ring. As various phorilogical orocesses wwere Iyoked at in
relation v one another, it becan. apparer ¢ that a perfectly concise anc
explicit model of phonolox_» would have o )rdcr at least some of the rules
with reference to each other in order to arrive at the actual phonetic
forms. By ordering here, we are referring to the placement of rules in a2
particular sequence so that one rule op"rates after another one. A number
of the processes we described earlier have to be ordered with respect to
otier rules in order to arrive at the actu:al phonetic forms: For example,
in order to allow certain non-schwa vowels to reduce to schwa, we first
hawve to have 2 block of rules which move the stress from a vowel in ¢zder
for it to reduce to schwa. In items like telegraph and photograph, the
stress placement that moves the primary stress to the second syllable with
the addmon of the -y suffix (telegraphy and photography) must take
place befuic the vowel in the first syllable can be reduced to a schwa-like
vowel. And we have already alluded to the fact that the rule reducing
consonant doubling in an item like usta from used to must first have a rule
which changes the original d in used to ¢. If we arrange the rules in this
way. we can have a quite general rule w hxch affects a great many double
consonants.

To illustrate further, consider the pronunciations of plural forms of
desk and test as desses and tesses, well-known forms found among
speakers of Vernacular Black English and some White Appalachian

" varieties of Englishi. The derivation of plural forms such as these can best

be understood by looking at the order sequence between various rules
operating on these forms. If we assume that we start out with lexical
representations or underl\mg forms such as desk and test, we first note
that there is a rule thet d- aetes the final member of the oluster resulting
in des and t+ < respectivelr.’! Then the remilar phiral rules’that appear to
operate on ali varietics of fEngiish tdk" place. This means that any nean
ending in a sibilant-tvpe souwd ([s]. [z], [§}. and [Z]} will appropriately
have a vowel inserted between the final s-like' consonant and the-plural
form [z]. The third rule changes the voiced segment s to z if it follows a
voiceless segment. The rule sequence is set up as follows: )

BEor a justification of desk and test as the underiving forms in these varicties, see
Fasold (19693 or Wolfram ¢ 14701,

48 i ] PIIONCLGGY



O

ERIC

Aruitoxt provided by Eic:

[T IR I -
Ty

Underiving Foro Tt REIES s
Bule 1. Consonant Cluser e ez

Reduction )
Rule 2. Epenthetic Veowd LNz Codestaz
Rule 3.  Assimilatinon of z Nat ¥ Not

Plural to Precedin-” Applicable Applicable

Vuigeless Segmient

By setting up the rules in this sequence. the regular rule for plural
formation can be seen to operate in Vernacular Black English in much the
same manner as it operates for other varieties of English. The particular
plural form is different beczuse the consonant cluster reduction rule has
operated prior to the plural rules, thus leaving a final s-like sound for the
epenthetic vowel to be inserted between the final s and the = form of the
plural. But consider. what would happen if the plural rules and the con-
sonant cluster reduction rules were reversed in their application.

Underlving Form test+z desk+z
Rule 1. Epenthetic Vowel Not . Not
Applicable Applicable
Ruie 2. Assimilation of z test = desk=s

Plural to Preceding
Voiceless Segnient

Pt
—
~
[

Consonant Cluster teoty dess
Reduetion ’

In the above order (which appears to be how many speakers of
standard varieties of English actually pronounce desks and tesis in rapid
speech stvle), we could not account for the phonetic forms of the Ver-
nacular Black English speaker in a natural way. Note that the epenthetic
vowel rule cannot operate before the consonant cluster reduction rule be-
cause it does not meet the environmental conditions for the rule to
operate (it does not end in an s-like sound). The only way in which we
could account for the form if we ordered the rules as stated above would
be to have another rule similar to the original epenthetie vowel rule. To
have two rules that are identical does not appear to be economical,
Lspccmll\ since the same generalizations ean be captured by ordering the
rules in the way that we previously specified. Concise and explicit rules
that are at least sometimes ordered ‘with:respect to one another, then, are
essential aspects of accounting for the phonetic forms in a process forrmx-
lation."* Formal rules in generative phonolegy. then, take the form of a

UThe diseussion of rule ordering here should not be interpreied o megn there is no

" controversy about the role of rale ordering in enerative phnnnl(u,\ As it turns out, there is

presently a considerable amount of controversy over the extent of ordering (i.e.. are the
rules completely or partinlly ordered) and the principles that govern the ordering of rules.
Currently, there is one group of linguists that feels all ordering can be predicted on the
basis of universal principles, while others maintain that some orderings are quite language
or diaiect-specific. For the former position. see Koutsoudas (1972); for a response to this
claimn in terms of the rules of English dialects, see Bailey (1973).
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series of explicit process siztements in which the input of any rule in the
series operates on the output of previously applied rules. if they have met
the conditions for operation (1. A = B.2.B —~ C, 3. C = D.¢tc... It a
given unit does not meet the conditions for operation (the relevant
environment or t e input). the the rules are bypassed until the conditions
for operation are met.

DISTINCTIVE FEATURES

In the preceding sections. we have only considered the contrastive
urits in a language in terms of the various sound segments of the pho-
nologizal svstem. In some approaches to phonology. units such as pho-
neraes are considered to be the smallest contrastive unit in the phonology.
This means that if we wanted to specify a rule that changed 1to ¢ before
nasal sounds m. n. and 13, we would have to specify the rule something
like the follnwing:

11

While this certainly-accounts for the data accurately, there seems to
be an important generalization that is not formally handled in this
process: namely, that all but only nasal segments can effect the change.
While this generalization is certainly implicit in the series of sounds that
are included as the relevant linguistic conzext for the operation of the
rule, there is no explicit way in which this generalization is captured.
Now a preferred model of language description is one in which such
generalizations can be hauriled in a concise and explicit manner. In order
to do this, we must admit that significant units of a phonological descrip-
tion are further divisible into certain properties of sounds. If we, there-
fore, look at the series listed above in terms of the properties or features of
the class of sounds, we observe that a single property unifies this sct while
excluding all other sound segments from the class; namely, the feature of
nasality. If the sounds are then divided into various properties, all we
really have to do is capture the general nature of the following environ-
ment by specifyving the presence of a nasal feature. If we do this by simply
specifying the property something like [+nasal], we have explicitly
captured the significance of the class of sounds that effect this particular
rule. Three different segments can be represented, then, by the formal re-
ference to one property that uniquely characterizes the set. Ont can see
how the breakdown of units on such a basis can lead to more parsimoni- -
ous, explicit statements in phonology. Similarly, we can take the various
attributes of the process of a rule ana capture the generalizations in terms
of the segmental units affected by the rule. Thus, the consonant cluster
reduction rule we specified earlier (where the final member of word-final
consonant cluster may be deleted) can be observed to operate on final

)
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7 b3

ccosenantssuch ast. €. k. g, p. and &, but not clusters invelving s, =, s, =,
etL The process aspect of t} e rLl teking the contrastive segmental units
f the language as basic would have to lock something like:

Kl

J
|

L

Now it is quite clear that these sounds are unified by the fact that they are
all stop or non-continuant sounds (there is 2 complete obstruction of the
oral irechanism in the production of the sound). This might be captured
generally by referring to this property of the sounds, which we might
characterize as [+stop] or [-continuant]. The generalization, then, can
be stated simply by a rule that utilizes this common property, such as:
[+stop] — ¢
The justification for appealing to a ievel of phonology in which the
ultimate unit of the phonological svstem is the phonological feature is
based on several important observations, w. of which are interrelated. As
we have observed above, it allows for more economical descriptions of
phonological processes and environments in formalizing the rules. In
place of a simple listing of the sound segments, we can often state the
same observation through the use of a more restricted number of features.
The reason we can do this is based on a more essential principle—that the
appeal to phonetic features captures important generalities that are ob-

g mT QL

loala]

_ served in phonological processes. Phonological processes do not randomly

select from the inventory of sound segments of a language, nor do they
operate in linguistic environments where the relevant sounds for the oper-
ation of a process are random. Rather, there is a systematic articulatory
or acoustic basis for particular processes taking place as they do. The
appeal to phonetic components or features of zounds allows us to ex-
plicitly and concisely state the regular generalizations that are observed to
take place. It stands to reason that a theory that can account for unifying
generalities in a riatural way should be considered superior to one that
caﬁnot. Classes of sounds that are uniquely unified on the basis of their
shared features are referred to as nats:ral classes. We have already alluded
to the fact that a division of sounds on the basis of their features allows us
to specify sets that have an internal relationship to each other. In a
natural class of sounds. fewer features can be used to specify the class of

DThere are actually more detaiis to this rule than those specified here but we have
climinated them for the sake of demonstrating the principle at hand. For more complete
information on how this rule operates in dialects such as stundard English and Vernacular

Black English. see Wolfram (1969) and Fasold (1972).
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sounds that can be used 10 spec
tures, then, provide a princiyic ining
natural class of sounds in a 1amua<ve knd we observed c.bo ve that
natural! clzsses of sounds are €ssential in understanding how phonological
systems are organized.
Because the goals of a generative model of language involve a concise
and explicit formulation of phonological processes. oae can see how the
" notion of phonological festures as the primitive units of phonology would
naturally fit into the theorv. This. of course, is not to suggest that pho-
nologlcal features of this tvpe were not utilized to some extent in tradi-
tional phonological descriptions. Earlier work on distinctive features by
Jakobson and others {1952} had been incorporated to ¢ome extent intc
phonological descriptions a couple of decades before the advent of gen-
erative phonology. But while they were incorporated inis phonological
analyses in many traditional studies. the traditional phoneme offer was
still often considered to be the central unit of phonology, not the distine-
tive feature. In generative phonology, features were formally admitted as
_the central distinctive unit of the system.

Ultimately, the theorv of distinctive features is established on z re-
stricted universal set of phonetic features that is acequate for describing
the phonological contrasts and processes of any spoken language, al-
though not all features might be relevant as contrastive pronertic s
particular language. While t' © netis s gercrally agreea on by genera-
tive phono ugists, determining the most efficient set of univ ersal features
for doing this task is still not settled. Some earlier formulations following

. Jakobson's work appealed to the acoustic parameters of speech as the
basis for a universal system, whereas more recent formulations ha\e re-
lied mmore heavilyv on the articulatoryv-aspects of sound.

Features may refer to major sound classes (consonant, sonorant),

- manner of articulation (continuant, nasal). place of articulation (anteri-

" or), or even suprasegimental aspects (stress, tone). In some cases, features

refer to thesimple presence or absence of a particular characteristic, such

as nasality, voicing, or the involvement/noninvolvement of the tip or

blade of the tongue (corona). In other instances, + or - values reflect the

extreme points of a feature that actually range over a centinuum, such as

the various points of articulation that may be utilized in the mcuth The

use of features must effectively and naturall\ dxstmgmsh the significant

segmental sound units (which may be individual in terms of actual pro-

duction) as they contrast with each other. Hence the term distinctive fea-

ture. The + or - values are referred to rather than degrees of individual

features in explicitly showing the contrastive phonological units of a lan-
guage and the processes that change these units in different ways. '

¢ -

“Alth()nLh most du,(nplmns in generative phonology still utilize enly binary features.
there is considerable debate about the empirical and theoretical validity of l)ln.lr\ features,
at ledst on some levels of the phanological system,
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Following are d
the description of
cant sound segments in
and Halle, 1888)

Souncs are pro
alcavity, The only s
and 2lides w. boend y

along the center line of ¢
in English are the vewel

Svillabic —S+liebic refers to the role of 2 sound in the
K

] able. Segments
1at constitute a svllabic prak are considered to be syllabic while those
not constituting a peak are nonsvllabic. Typicallv, the voweds are g 1-
tabic

itd

1

For the most part. the following set only appiies to consonants:

Anterior— Anterior sounds are produced with oby*ruction loc

front of or at the alveolar ridee of the mouth. The bial, de-
alveolar sounds are anterior and ;7 Tue! ounds

anterior,

Jlore: crenel soiees cre produces woith the front (tip or blude) of
the tezmues. Sounds produced with another part of the tongue thack) or
notinvolving the tongue (labials such us p and my are noncoronal.
Continuant—Continuants are characterized by continued air move-
ment through the oral cavity during the production of the sound. Non-
continuants are produced with complete obstruction in the oral cavity.
The qualification of oral cavity is important in order to consider nasals
such as m and n as noncontinuants, since the oral cavity in nasals is
completelv obstructed while the nasal cavity is open for the duration of
the sound.

Strident —Strident sounds are produced with an obstruction in the oral
cavity that allows air to come through a relatively long. narrow con-
struction. As the air escapes. the turbulence produces the primary noise
source over the rough surface, Most, but not all, of the sounds tradition-
ally classified as fricatives {8 and d being the exceptions) are considered
to be strident and other sounds are nonstrident.

Sonorant-— Sonorant sounds are tyvpically produced with a lesser degree
ol cavity constriction. Vowels, nasals, and liquids are typically con-
sidered sonorants while sounds with more radical cavity constriction
such as stops (p. t, k) and fricatives {s. f. v) are tyioalls oo mwidered non-
sonorants.

Voice —Voiced soi T | havibras oo vocal bands
in the lan cotee oo produaced svithent such vibr b
Sounds like ¢, p. s and § are voiceless while - woodobozoanc

voiced.

Nasal—Nasal sounds are characterized by the lowering or opening of
the velum so that air can escape through the nasal passage. Nonnasal
sounds are produced witit the velum closed so that air can only escape
through the oral cavity.
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tinet cesture that anvelves comsiderable muscular ot
aeed with a lesser degree ¢ mascle activity so that they
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L1

-1

Ten  ~Tense sounds a
\

st s are proc
are aore indistinet, Vowels like @ and u are cons
contsast to their conterparts [ and Ulw hich are consi

ered to be non-

True Vowels®

i ” ~ by . - X -
U : =
+ -~ - -+ -- -+ - - < £ S
- - - -~ - - - - < ¥
- - - - - - . < + L i
) -+ - -~ - - -~ - -~ - - -
- - - - - < i - - - -

*For the trie vowels, we have eliminated the foatnres that appear to be dutinguish-

able muinly for consonants.
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Although the matrin given repressnts the varioos festures thaot are
considered cistinctive inm Zinglish, it s noted that. for particular sounds,
scme of the features are predictabie on the basis of other features, Thus.
for example, 2 whole set of features needed for consenants are completely
predictable for the vowels. In the most economical statement. these im-
plied features are redundant. For example. in English, if we xnow that a

a i cictable

scund is characterized by being [-b or I. it is prec
r -
l__ .

that it must be J.O‘Li.nd-! s well. since onlv back vowels are rounded.
Similariyv, if we know thaL consonant sgund is [ v nasall in Engiish, we
alsc know that it must be r-str'den} [+continuant]. and [+ al]
MWhen the values of features are completely predictablecon t ast

Iy

values of other features for a particular su\-ud. we refer to them as re-
dundant £ a* res. fhe significance of redundant features in a generative

phonology is he model is committed to a principle of eccnemyv in
which onlx non ictable information is to be included in representing

the basic units and rocesses in phonologyi-All predictable informaticn is
derived through the various types of rules we discussed earlie: in this
paper. Some redundancies mayv be specific to & particular language (such
zs the prediction of rcunding on the basis of u;;c‘p:ness in English but netin
all languages) while others appear to be universal (such as the pmdlctlon
of [-low] for ail {—7-}1 ghivowels).

To summarize the importance of distinctive feature
se-= that L"‘z*’"\. serve as a universal basis for describin t‘l pheonetic com-
ronents of the sound systems of }a'}rfuc:;:c On a more abstract level, thev
.J:Jerate to differentiate the various lexical items of a language. since they

re the smallest contrastive units in the phonological system. And finally,
‘he'r incorporation into a generative phonoloqw allows us to state ex-
plicitly important generalizations about the phonological processes of a
language, as defined on the basis of natural classes of sounds.

I have attempted o discuss some of the preliminary notions con-
cerning a generative phonolegy. As we have seen, such an approach at-
tempts to account for what a speaker/hea:er knows about the structure of
his sound svstem. This includes information starting with the abstract
units in the lexical representation and going through to the actual pro-
nunciaticn of items. Generative phonology  attempts to capture the
generalizations on the various levels in an explicit and concise way. While
some of the details of formulation will certainly be revised or abandgned
as we increase our knowledge of sound systems, it seems obvious that the
optimal approach te the symbols on a printed page is one that will take
greatest advantage of the awesorne knowledge that a speaker/hearer has
of his ovwn sound syvstem.,

. we first of all

‘I“«

o
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divine-divinity, while external murp/mphrm(‘mi(" riedes account for inflec-
tiona! alternations mmmv which are word external and occur initems
ke bugy and books. When comparing internal and-external morpho-
vhgieie rules. itis generally assamed that the fermer are more coniplex
and ar Yearned later by ehildren (Schane, 14740 Darden, 1974).
Tosumimartoe, the phonologiced component of a zsodel of languaye
inciudes atleast three basic kinds of rules: seginent redundaney, sequence
redundancy. and morphophonenic. The latter rules can be divided inte

two subtvpes- -internal and externud.

This puper will focus on one of the subivpes of the rules of the
pvhonologicad component. the tvpe we have called internal morpho-
vhonemic rules shereafter v nules): and we wili try to show that «
speaker’s knowledge of such rules has fmplications for the teaching of
veacling, particularly the level of regding at which word pairs involving
consonant and vowel alternations appear.

First, we will examine the historical changes in English which re-
salted in comsonantand vowel alternations and the subsgquent develop-
ment of i sulest secand, we will examine the formal re vzescntution of v
nules: third, we will examine some experimental eviderfee whicl: supports
the nation that v rules are psyehologically real for same speakers: and,
finallv, we will try to show how knowledge of v Rulkscan be utilized
during the res 1d'n;, ITOCESS.

2. HISTORICAL CHANGES THAT LED TO THE DE \FLOPME'\JT
OF IM RULES

2.1. The great vowel shift

During the Middle Eaglish period, around 1500, the qualities of
tong, tenge vowels in English changed. Jesperson referred to this
ohenamenon as the Growt Vowel Shift and deseribed it as {ollows (1507:
23] quaoted in Wang 14565

The weeat vow el shift consists 1na generad raising of all long vowels with
the sxeeptinng of the two high svowels (1] and full swhich could not be
taive-d further without  becoming  consonants and  which  were
diptthonyized into feis oufl Later fad, au]. In most cases the spelling has
become fixed before the shift| which accordingly is one of the chief
reasons of the divergence between <pcllin;,'und sound in English: while
the wadue of the s}mrt vowels  remained on the whole intact, the value
of the lone vowels wis chanped. i

: Figure 1 depicts the particular changes as outlined by Jesperson.

According to Wang, not all nuthorities agree with Jesperson regard-
ing the historical details of the shift. He noted the following disagreement
{1968 6981, .

Some schaolars believe that the shift was initiated by the diphthongiza-
tion of the high vowels, while others contend it was set in motion by the
rabsing of nnd vowels. Opinions differ further on whether the dipthongi-
zation involves an intermediate state when the nuclear vowels are
centralized. - -
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Figure 1. Vowel changes vutlined by Tesperson.

Our concern lies not so much with the historical details of the Great
Vowel Shift (cvs) but more with the mark it left on English in the form of
vowel alternations which cccur in words like divine and divinity men-
tioned in section 1.3 and those alternations occurring in the pairs ex-
emplified.in Tables la and b below.

A second but major mark the cvs left on English was the non-
phonetic spelling of voweis. This mark will be discussed in section 5.0. At
this point, it will be instructive to examine in some detail the patterns of
vowel alternation resulting from the cvs.

2.2 Vowel alternations resulting from the GVS

The primary pattern of vowel alternations resulting- from the Gvs is
cxempllfled by the words in Table la.

>

3} . . N MR . Lo
Table la. Derived morphemes with front vowel alternations (Moskowitz, 1973:

227). Y
4
Ay -1 ty-d * Ty~ &
divine-divinity ' profane-profanity serene-serenity
line-linear explain-explanatory obseene-obscenity
derive-derivative prateful-gratitude meter-metric
- collide-collision opagque-opacity receive-reception

An cxamination of the word, pairs in Table la reveals that they ex-'
hibit a regular alternation which ocecurs in parallel fashion for the three
pairs of front vowels /ay/ - /i/ (as in divine and divinity); /8y/ - /i/ (as'
in profane and profamty) and /1y/ - /¢&/ (as in serene and seremty)
all of these examples, a stressed tense diphthongized vowel occurs in the
isolated morpheme (divine) and a stressed lax vowel occurs in the derived
word (divinity).

Further examination of -. ords exhibiting front vowel alternations re-
veals that there are a number of items, unlike those of Table la, which
do not involve the alternation of full vowels. The words instead exhibit a
lax vowel in the stressed position of most of the underived mor>hemes.
Consider, for example, the vowels in the stressed position of mental and

1
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simple. The [ v]of mental and the 1] of simple are both lax vowels. A few
words in this group oceur with tense vowels i both members, See for in-
stance base vnd basic and other examples noted inFable 1h.

Table 1b. Derived morphenies without alternations of full vowels (Moskowite,
1973:227).

.
stupid-stupidity total-totality base-basic
rustic-rusticity mental-mentality scene-seenie
valid-validity simple-simplicity obese-obesity
liquid-liquidity Lia-laxity phoneme-phonemic

-

The secondary alternating pattern involves a group of word paijrs in
which a2 nonlow vowel occurring in one member alternates with a
reduced vowe! in another member. Word pairs exemplifving this pattern
are listed in Table 2. '

Table 2 (Moskowitz, 1873:227).

-0 Cy -0 '
funereal-funeral ‘ Canadian-Canada
managerial-manager marginalia-marginal
algebraie-algebra
A L3

The words contaiuing the noniow vowels are listed on the left while
those containing the reduced vowel are listed on the right.

A third. but minor, alternating pattern produced by the cvs involves
three sets of back vowel alternations occurring in a limited number of
word pairs. The alternating vowels of these paifs are /9/ and /6w/ (as in
custody and custodian); /a/ and /6w / (asin verbosity and verbose); and
/A7 and /&@w/ (as in abundant and abound).

Since the forms «f ‘Tubles la and 1b are the most numerous, their
paitern has served as the basis for constructing the v rules we will be
concerned with in thig paper.

2.3 Qther consequences of the GVS

The effects of the cvs are generally discussed only in connection with
vowel alternations. However, there arc a number word pairs in
English exhibiting consonant alternations which were  termined in part.
by their vocalic contexts. The effects of the Gvs on the consonant system of
English have resulted in forms exhibiting the following alternations:
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Table 3. Word pairs exhibiting consonant alternations.

s -k j-x
criticisni-critize-critical allege-allegation
medicine-medical-medicate rigid-rigor

regalregicide
analogous-unalougize

In the words involving the s - k alternation, the underlying /k/ of
criticism and medicine is pronounced as /s/ before the non-low, non-
back vowel [1]in each of these words. Chomsky and Halle (1968) have re--
ferred to this process as velar softening. Velar softening can also be trig-
gered by the non-low, non-back vowel |e] as evidenced by the example in
Table 3 involving the /j/ and /g/ alternation in allege and allegation. In’
this case, /g/ undergoes velar softening and is pronounced as /j/ in
allege. To represent the predictable nature of the consonant alternations
exemplified in Table 3, Chomsky and Halle formulated the following
phonological rule.’

g —— ] | / [ low
kK ————— s |, -bz{/ck

~ The rule states that the segments /g/ and /k/ are pronounced as /j/
and /s/ respectively when they follow a vowel that is non-low and non-
back, e.g. [i] or le]. More will be said about the formal representation of
phanological rules when we discuss the form of the 1M Rules in section 3.

In sumimary, we have seen that the historical changes which
occurred in English several centuries ago resulted in three recognizable
patterns of vowel alternations. The patterns include a primary onc in-
volving alternation of front vowels; a secondary one involving the alter- .
nation of non-low vowels with reduced vowels; and a third, but minor,
pattern involving the alternation of back vowels. We have also seen that
the primary pattern has been the basis for constructing the v rules aiso
known as vowel shift rules.in English. Anoti result of the ovs is the al-
ternation of consonants in some English words.

The consequences of the 6vs made it necessary for speakers of Eng-
lish to construct 1M rules which would generate the correct pronuncia-
tions for the word pairs in-their language. At this point we will examine
the formal representation of these rules. '

\

3. THE FORM OF INTERNAL MORPHOPIHONEMIC RULES
When we examine the form of the 1 rules which account for the
. vowel alternations in word pairs like divine and divinity, it becomes ap-
parent that such rules are more complex: that'is, they iavelve more oper-

3Schane (1974) has proposed an alternative formuiation for the rule of velar and velar -
softening. See page 310 for a discussion of the formulation.
T
- T
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ations than segment and sequence redundancy rules discussed in 1.1 and
1.2 above. Consider. for example, that in order to account for a speaker’s
knowledge of the alternate fornis of the word pair above, Chomsky and
Halle posit four major rules. The rules are vowel shift, tensing, laxing,
and diphthongization.* Before demonstrating how these rules would
change the underlying vowels of divine and divinity to their surface
representations, it will be helpful to summarize Wolfram's discussion of

the aperation of phonological rules.

‘In Wolfram’s discussion of the form of phonelogical rules, he pointed
out that “there are several essential aspects which must be captured in
any phonological rule...." First, these aspects include the input to the
rule, which in the case of a lexical item is one of its units. Second, the unit
must undergo certain specific changes in order to emerge in an alternate
form. The alternate form is called the output of the phonological rule.
Finally, there must be a specified environment within which the change
can take place. Wolfram presented the following simple convention to
capture the relevant aspects of phonoiogical rules. ‘

. Vg
X——>Y / A___ B
The following interpretation cf the above convention was also presefnted:

. X is the input for the rule and the arrow indicates thap it is changed
t or “becomes” Y, the output of the rule. The slant line / indicates that
anything beyond that point is relevant environment for the rule to oper-
ate. If the relevant environment precedes the sound,-then it is placed
before the “environmental bar™ (i.e. the ine____) and if the fol-

lowing environment is relevant. then it is placed following the bar, In
other _wordS, the convention ¢aptures a change of AXB — AYB.

In regard to our example of the change from the underlying tense /i/
in divine and divinity to their specific surface forms, we stated earlier that
Chemsky and Halle proposed four major rules. Recall that the rules were
tensing, laxing, diphthongization, and vowel shift. Consider the lexical
itemn divine first. In order for a speaker 1o arrive at its correct pronunci-
ation, he will need first to apply the rule of diphthongization. The input
to the rule in this case would be the tense vowel of the underlying form
/divin/. (Note, in this case, the rule of tensing does not apply since the
input vowel is already tense.) The output of the rule is the diphthongized

~ vowel /iy/.

‘Below is a highly simplified version of the diphthongiiation rule
which is needed to accomplish the change. '

1.0 >y / T —— .

The rule states that @ (zero) becomes /y/ in the environment following a
tense vowel that is non-back. '

‘For simpiicity purposes the rules which account for backing adjustment and-rounding
adjustment have been omitted fromsthe discussion.
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The second rule the speaker needs to arrive at the correet pronunci-
ation of divine is the vowe’ shilt rule. Since the input to this rule, in the
case of divine is the diphthung /iv/, its input is the output of the
diphthongization rule. The vowel shift rule changes [ +high] /7/ to
[-high] /& /. The rule can be siiply represented as follows:3

o N o 1T/ v

The rule states that /1/ is lowered to /& / ir. the environment preceding
ly/.

So far we have seen that two rules are nceded in order to derive
divine, the surface form, from its underlying form /divin/. In order tc
derive divinity, the other mimber of the pair, from the underlying form,
/divin/, a speaker will need to apply the laxing rule which will change
the tense /i/ of the underlying form to the lax /i/ of the surface form. The
tense /i/, of course, is the input to the laxing rule and the lax /i/ is the
output. '

The preceding discussion of the form of phonological rules was pre-
sented for two reasons. First, we wanted to show that the notion of a rule
as discussed and formulated by linguists is an attempt to represent
formally the speaker’s knowledge of the sound system of his language In
this framework the job of the rule, as we stated in the introduction, is to
account for the predictable aspects of a speaker’s pronunciations, whether
they relate to alternate pronunciations of the same basic morpheme (as in
divine and divinity) or the different phonetic forms the phor eme /p/
takes in the lexical items pit and spit.

The second reason for discussing the form of phonological rules was
to emphzsize the relative complexity of the rule schema utilized by speak-
ers for the purpose of arriving at the correct pronunciations of word pairs
in their language, specifically those involving alternating morphemes.
We pointed out that for such items, the speaker must first hypothesize an
abstract underlying form and then apply the appropriate rules of the
phonological component to derive the alternate swiface representations.®
The important question regarding the subset of rules (1m rules) under dis-
cussion is, Do the rules reflect psychologically real constructs; that is, do
speakers really have knowledge of such rules as we have proposed or are
tne rules merely artifacts of the grammars constructed by linguists?

According to Ohala (1974:225) one way to determine whether M
Rrules are psychologically real for speakers is to devise experiments which -

- will provide the necessary psycholinguistic evidence. Ohala states (225):

*The vowel shift rule as formulated by Chomsky and Halle is much more complicated
than the one presented here. However, for our purposes, thissimplified version is sufficient.

*When wa compare morphemes which participate in alternations with those that do
not (e.g. pit) we find that for the latter we do'not need to posit abstract underlying forms
and the associated morphophonemic rules. Morphemes which do not participate in
alternations -imply have phonemic representations and are exempt from the morpho-
phonemic rules.

=3
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If the {rules] which linguists write are to reflect psychologically real
constructs, then purely structural evidence is not sufficient proof of
them: some form of psychological evidence is required.

The question regarding the psychological reality of the rules accounting
for consonant and vowel alternations is of particular importance here
since we proposed in section 6 that knowledge of such rules can be ex-
ploited during the reading process. In the next section we will examine
some experimental studies, the results of which suggest that 1M rules are
indeed psychologically real for some speakers.

4. EXPERIMENTAL STUDIES

We will first examine Moskowitz’ study since it not only provides evi-
dence which supports the claim that speakers have knowledge of 1M rules
but it also provides information regarding the age of acquisition and the
source from which such rules are acquired.

4.1 The Moskowitz study

For her experiment, Moskowitz first developed twe sets of nonsense
word pairs that contained vowel alternations like those in'a number of
morphophologically related real words in English. The underived mem-
ber (the member without a suffix) of a nonsense pair was presented to the
subjects who were instructed to add the -ity suffix. The instructions, how-

" ever, included no mention of the vocalic difference between the under-

lined member which exhibited a-tense vowel and the derived member
which exhibited a lax vowel. The stimuli included, for instance, pairs like
/kliyj/* -/Klejity/* and /payp/* - /pipity/ . An example of the instruc-
tions presented to the subjects was as follows: “My word will be shorter
than yours. I want you to say a word that is almost the same as mine but
has the suffix -ity at the end. So if I say /kliyj/ you say /klejity/. If I say
/payp/ you say /pipity/”(1973:234). '

The experiment included a total of 39 subjects: 9 seven-year-olds, 4
five-year-olds, and 25 subjects between the ages of nine and twelve. All
subjects were from middle-class homes in the San ¥Francisco Bay area and
all were native speakers of Standard English. :

One goal of the experiment was to determine the number of trials it
would take a child to notice and correctly produce the vowel alternations.
For example, Part A (Condition I) included 72 nonsense word pairs ex-
hibiting front vowel alternations like those on Table la in section 2.1. The
subjects were required to produce ten correct responses in a row as an in-
dication that they had learned to criterion the internal morphophcnemic
rules which generated the vowel alternations.’

"For convenience, only Condition I, Part A will be discussed and related to the central
issue of this paper. Altogethet, however, the experiment included three conditions which
employed different types of stimuli. The stimuli were presented in three parts: A, B, and C ’
{A and ‘B included pairs exhibiting front-vowel alternations while C included pairs
exhibiting back vowel alternations). Condition I stimuli differed from that of Conditions II
and 111 in that the former employed a larger subset of the rules of the phonological com-

-
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Moskowitz hypothesized that the natural acquisition of the rules
controlling the vowel alternations could be accounted for by ene of the
following proposals.

(i) The vowel alternations are phonetically porred as alternate surtace
pronunciations, ¢.g. [Ay] and [1} simply alernate under specified
surface conditions, as do [1v] and [¢].

(i) There is a single underlying representation for a given morpheme,
and a particular subset of the rules of the phonological component are
utilized in arriving at appropriate surface forms. In other words, the
chitd must hypothesize an underlying vowel, such as T, and employ the
rdes of laxing, diphthongization and vowel shift to derive from T the
~rface forms 2y and T under specific conditions stated in the rule (1973:
235).

The results of the experiment revealed that children who knew the
im rules accounting for vowel alternations adopted strategy (if) of the
second proposal, We propose that if children, when confronted with
word pairs in their reading texts involving alternations, also adopt
strategy (ii) they will be able to arrive at the correct pronunciations of

such pairs. ‘

At this point we will turn our attention to the more detailed results of
the experiment. On Part A, which involved the ability to correctly shift
front vowel pairs, the nine- to twelve-year-olds did not exhibit any dif-
ficulty in applying the appropriate i Rules. All subjects learned the task
to criterion (that is, they were able to produce ten correct responses in a
rew), and three subjects made no errors at all. Four of the seven-year-
olds learned the rules to criterion wlile the other three did not The five-
year-olds were only able to add the appropriate suffix. It app-ured that
the control of vowel alternations was beyond their knowlédge. Based on
the performance of the subjects, Moskowitz was alsle to draw several con-
clusions. :

First, the experimenter concluded that children do have knowledge
of vowel shift rules as évidenced by the ability of the nine- to twelve-year-
olds and four of the seven-year-olds to correctly apply 1. nules: second,
the experimenter concluded that knowledge of these rulss scems to be
acquired by some children as early as age seven and by others at age nine;

_and third. she concluded that the source of the knowledge of 1y rules is

the spelling system of English.

ponent. Correct responses to Condition 1 stimuli required knowledge of three rules (diph-
thongization, laxing. and vowel shift), while correct responses to Condition Il stimuli re-
quired knowledge of only two rules (laxing and diphthongization). In addition to requiring
knowledge of the rules for Condition 11 stimu!”, Condition I also required the postulation
of a new “incorrect” vowel shift rule for English: /Ty, would shift to /8y/ and /dy/ woul:

~shift to /iy/. It was hypothesized that Condition 11 wonld be simpler than 1 sinee it .-

volved fewer rules. The data did not support this hypothesis. It was further hypothesized
that of the three conditions, 111 wuuld be the most difficult to learn. This was not sup-
ported'by the data either. See Moskowitz (236-247) for further details of the experiment.

(e

Vaughn-Cooke . 67



O

ERIC

Aruitoxt provided by Eic:

The second and third conelusions warrant further discussics, Con-
clusion two is a step toward answering the question raised l)}' Carol
Chomsky (1970:327) regarding +he age of acquisition of v rules. She
stated:

An interesting and important question isothe age ar which the
child achieves @ mature command of the phonological structure of his
language. It is quite possible, perhaps most likely, that full knowledge
of the sound systen that corresponds to the orthography i not yet pos-
sessed by the ehild of six or seven, and may indeed be acquired fairly
late.

The age of acquisition of 1 nules, as indicated by the findings of
Moskowitz” experiment, can be used as a guideline for teachers who are in
a position to determine when a child is ready to be exposed to vocabulary
items that exhibit vowel and consonant alternations. Without accessto the
crucial information concerning the age at which- children acquire these
particular phonological rules, textbook writers and reading teachers
might be foreed to decide arbitrarily when a shild is ready to be exposed
to vocabulary items like electric and eleciricity. Moskowitz" findings
huply that the age of seven is not too carly to begin exposing children to
the more familiar vocabulary items that require the d[)])llcdtl()l) of 1M
rules. More will be said abont this point in Section 7.

Moskowitz’ third conc nision (that the source of the subjects” knowl-
edge of 1M Rules is the spe. .y system of English) warrants examination
since it was not urawn directly from the results of the experiment but
rather from a comparison of the educational exposures of the five- and’
seven-year-olds.

In reference to the performance of the seven-year-olds, the experi-
menter pointed out that at first it seemed mysterious for a seven-year-old,
relatively unfamiliar with much of the relevant vocabulary of his lan-
guage, to be able to manipulate the necessary vowel shift patterns needed
to produce the correct alternations exhibited In his responses to the non-
sense stimuli, However, Moskowitz noted that the facts appeared less
mysterious after consxderm;, that a substantial amount of time is spent on
spelling during the early years of education. Unlike the five-year-olds, the
seven-vear-olds had been exposed to at least one vear of reading and spel-
ling instruction. As a result, they had acquired Ln()ugh information about
the standard spelling svstem to begin construction of thc 1M Rules which
account for the word mu.s in the la nguage invelving alternating vowels
and consonants, Moskowitz claims that the source of this knowledge of
undrrlving phonology is available only to these speakers who are exposed
to the spelling system of English. T#e {2 that the five-year-olds had no
knowledge of the appropriate i» Rules seems to support the experi-
menter’s claim.

Read’s examination (1971) of the in\'«ntcd spellings of preschoolers
provides further evidence that children who have not been exposed to the
standard spellings have no knowledge of the underlying relaticuship be-
tween the alternating surface vowels of word pairs and the appropriate
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v nules which generate such vowels, This lack of knowledye is exempli-
fied by the phonetic speiling for the vowels of the word pairs in Table |,

Table 1.

Adait Clhild

Phonetic Pair Exanig s spetbing® Speling

1. {ay-i] divine-divinity I Jifferent: 1E

a2 fiv-el SCTUTe-seTeRI i Different: A

3. {ey-w] tation-nation.! A Same: A

4. {ow-u| tone-tonic O Differents O (W[

5. [Aw-a) abound-abundant TeIne Different: O (\W)HY.I°
; O-Ulater

6. [uw.x] reduce-reduction v Ditierent- OV

O-Ulater

*Comparison of adult and child spelings for word pairs exhibiting vowel alter-
nations {Read, 1670:112),

I general, the children do not use abstract spellings (one letter to
represent two differe: t but related sounds, e.g., the underlined vowels of
divine and divinity) to represent the pairs in Table 4.> The preschoolers’
spellings strongly imply that they have not posited abstract vowels in their
sound system for the pairs in the table above. Read pointed out that
above type spellings persisted well into the first grade, but they gradually
gave way to standard spellings as instruction in reading and writing be-
came more rigorous and influential.

We have seen that bot?: Read's and Moskowitz findings imply that
the source from which M rules are acquired is the spelling svstem of
English. To ultimately determine the real source of v rules, one might
consider conducting a Moskowitz-type experiment with illiterate speakers
of English: The source ¢t their knowledge or lack of knowledge of v nules
could then be more clearly determined.

We will examine two orlier caperinnen Jaandics which provide some
evidence for the psyehologial reatite of o nudes, The followin: tudies,
however, do not propose any answers to the questions regarding the age
or source of acquisition of such rules,

4.2 The Sherzer study

Sherzer (19700 examined a word game plaved by the Cuna Indians
; g ) )

©of Panama. The results of his investigation showed diat some speakers do

SNote that finst vowels 1o natton and nation:d wre vepresented by the ane letter Ths
would be the correct representation for these vos b s the orthogsaphy - Read (19710138
did not provide an explanation for this correct representation. He suggested the empirical
hypothesis "that children find it easier to learn the relationship and the fint vowel spelling
of nation/national and similar forms than that of the derived formy in Pand 2.7 At this
peint we can only ask the question: Why?

Vaugh n-Cooke
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posit abstract forms for cortain lesical items, Within the framewaork of
phonology we have been disenssing, thewo speakers mnst then apply the
appropriate i rules inorder to arrive at the correct provunciation of
such items, AU this point, it sadl be helpoal to oxamine sonne of the detadls
ot Sherzer's study.

[lis analvsis of Sordk smoabkke® (tadkine backwards) revealed the
rule for plaving the game. I eonsisted simply of moving the first sylluble
of & word to the end ol the word, for example, the input [obsa] (bathed)
gives the output [saob].

The lexieal items to which Cona speakers applied the syllable move-
ment rule provided o view of the underlving forns the speakers had
posited for that itenm. Consider the follow ing fexical items from the Cuna
language which werved as inpats to the ~orak Sanmakke svllable move
ment riie.

AL feannnut] hom {fuabanailsdeeping
B3, [bavsa] (from {hag-sa]y bought

In Cana phonciogy, the surfacs forms [wammad] and [baysa] are de-
pived from their underving forms (gab-mar)and [bag -0 respectively)
by consonantal assimitation rales like the follgwing

3. [b] > [m} ¢ m
4 {u] = [y R

Rule 3 states that 7h is prononneed like cme when it is followed by
Jme Rule 4 states that o is prononneed an v whencitis foll swed by a
consonant other than ‘g

Referring back to the sy Hable movenent rule, Shereer found that for
soone speakers the surface forms served as the input while for other speak-
ers, the underlving forms served as the input to the rule, The different in-
puts vielded the outputs excioplified in the table helow,

Table v Virtabic inpatc sial outputs of the sellabb oy ement rule.

foput Ohutpit
& feabietnanl Hnanzab]
fhuag ot Cabuge?

Bt Prvansarad
i |
1

[ sabay |

Output ¢ in Table 5 provides evidence that for @ speakers the input to
the syllable rale was {zab-neai), the nnderiving form, while for b speakers

\ . Lo p
R Stk ke oy ooare cd L0 Beant B ingnatic catises foand
Grnone the Ulnnoea Tondenes o Sanc i8hae, Danan: e The yas olaved muamic by viaddren
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the input was [gamumnai}, the surface form. ™ It would be interesting to
know if there were any significant differences between ¢ and b sprakers:
that i, if the a speakers were litesate and the b speakers ithterate. The
important point here is thao a speakers” choice of the undoerlving formes
strongly indicates that e sules ave psyeholovicallv real tor them,

4.3, The Ohala study

The final study which supports the notion that i nules are pav-
chologically real was conducted by Ohala (1974). The purpose of her ex-
periment was to determine if [gho:sia:] type weords in Hindi (words pro-
nounced with clusters at the phouctic fevel) have an underlying form
with an abstract [»]. i.c., [ghasola:]. According to the experimenter,
there are few forms in Hindi which are pronounced with clusters at the
phonetic level but have no alternating forms with [»].

T'he following are sonic examples of these forms.

{gha:sla: ] nest [cutki:] snap of a finger
(15 pri:] hut Isi:kra:] 100

In addition to the forms above, Hindi also has a larue number of related
forms like the following:

[pekar}cateh [pokra:] cm&ght
[piisal]ship | [phista:] slipped
[sorakj road {sarké:} roads
[hi¢ak] hesitate [hicki:} hiccough
Tsisak] sob (verh)  [siski:}sob (noon)

Ohata peints out that alternations of the above type are fully pro-
ductive in Hindi; = example, [pakor] = [pokra:] and [phisol] - [phisia]
are part.of 1 common verbal inflection. For the [pakras] type words <he
posited an underlyving form with the vowel [b] e.g. - pokar The suriuce
forms are then derived by an  o-deletion rule. To  determine
experimentally whether /27 should be posited in the underlving forms of
the [ghidsla:] type words. 27 native speakers of Hindi were asked te add
the -iya suffix (which blocksghe application of the a-deletion ruled to 30
common Hindi words. " An anulvsis of the results revealed the following:

“Sherrer exvolained the different ontputs of speakees g and B by s tha dilferent
madels of imuistic structure were being emploved. Regarding the cnplovment of i
ferent mudels, one could asks Why were different models emplosed? Possibly the itegaes
siatus of the \px:ukcr\ conld shed come Hight on v guestton Determinmy whether tie
orthographic representation of & foon tesernblin aore it naderhving form or it serface
form micht alwo hied some Hght onthe question )

. ARer addition of the siva sffiv, wme of the [ghdada Pope wordaieldued nutputsene
sttested by semantieally reawonable forms Nine of the 30 words were of s interest to the
experimenter but sere pnt in <o that the sizbgects would not answer antenateatly accond.

ing toa crrtaindattern See Ohalapn 228 0o weemplete et ol the werds
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s CATV L0 start
zhulary the child will need to know in
nz the e ruhes {ike those acvounting for vowel
ions in so mices words of Romance origin in the
example. reeall thet the word electricity appears in
ot reader of the Bank Street Series now heing used in

some Mashington, D CL wls. Even ihough electricity i+ a derived
word, it is quite conimen in the spoken ianguage: therefore, sonze children

will know hew to pronounce thic word before they learn to reed. When
in the texthook, the teacher could mention

predictable consonant alternations. For example. the teacher could point
out that eleetricity is related semantically to electric, electrical. and elec-
trician. At the same time, the teacher could explain that when the suffix
-#y is added o dectric the [k] is pronounced like [s]. In her discussipn of
the pronunciatinn of clectrician and electrical she could point out that
when the suffix -ian is added to electric the [k]is proneinced like [ = ]; but
when the -al suffin is added to clectric the underlying final conscnant,

k.. is still pronounced [k} Other lexscal word farnilies that 2xhibit the
: ound in the electric family could be menticned in order to show
that the pattern is o general rather than a specific one. For example. the
teucher could discuss the megic {nmilv, which includes magic. magical,
and magician. The ; nciple underlving the production of the mermbers
of the megic familv is the same as the one underlying the production of
the electric family. We hypothesize that the child's exposure to word
families such as these under disucssion will enable him to construct the 1
mules which can account for the predictable phonetic realizations of the
members of each lexical familv. Onéce the chitd has constructed the
relevant 1a najes. he will be in a position to exploit his knowledge of such
rules when Le comes across new words that operate like the members of
the electrig and the magic families; for example, he should be able to use
hi knowledge of the rules to arrive at the corfect production of optic,
optical, and optician. This ability to exploit his kn. ledge of 1M nules will
enable the reader to attack lexically spelled word. independently. As a
result he will be in a position to meve on to more advanced levels of
reading without the constant guidance of the teacher.

We are not recommending that the teacher should encourage the
child to incorporat¢ all of the mumbers of the lexical families into his
speaking vocabulary. but rather we are recommending that the reader
should be encouraged to note: first, that members of the lexical families
are semantically related; and second. that he can use his knowledge of 1m
aules to pronvunce the members of such families. We are not implying in
our recommendation that the child should be told that he has in his brain
a thing called an i aule. All he needs te know is that the last sound of
optic. elect=ic, aud magic is pronounced like "] when the suffix -ian is
added. The peint we are trying to make is that it will be necessary for the
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reading teacher to first expose the child to the relevant voczbulary in a
svstematic way so that he can construct the 1 rules needed to arrive zt
the correct pronunciation of lexically spelled words like electric and
electricity. '

When introdicing lesical families it is important for the r.ding
teacher to start with families containing members that are relatively
familiar to the child. For example, the two members of the sizn family,
sign and signaiure, occur frequently in the spoken language. and as a
result, sbme children will have no difficulty with the semantic content
Leing expressed by these items. The same can be szid for pairs like resign
and resignation and design and designation. The first member of these
pairs is likely to be the more common one, and if it cecurs in the text a:.d
the second member does not, the rezding teacher could mention the les.
common merabers for the purpose of pointing out the pattern underlying
the phonplogical relationship between the two words. In some instances,
the derived members of a word pair might occur without the underived
member first occurring. For example, the word implicit occurs in Book
Two of the Bank Street Series but imply does not. When discussing the
rueaning of a new word like implicit, the teacher could men’ion its root
word and discuss how ihe two words are related phonclogically and
semantically ’ X )

Many lexically spelled items, howe 1, are not frequently used in the
spoken language but are often founa 1 Looks for mature readers, Un-
familiar words that pattern phonologically like ones already known
should not pose a problem for the reader if he has been shown how to ex-
ploit his knowledge of v rules.

In deciding wher (o discuss the phonological patterns of lexical
families, the teacher should keep in mind that age is not the mosi crucial
fzctor hut, rather. the reading level of the child, adolescent. or adult. If
the reader doesn’t know the members of phonetically spelled families like
the -at family which is composed of words like cat, rat, bat,, sat, ete., and
the -it family, composed of sit, bit, hit. fit. etc.. then one would assume
that he is not ready to be exposed to lexically spelled items like sign and
signature. We are following Carol Chomsky and proposing here that it's
probably best for the reader to start with phonetically spelled words first,
and later progress to the lexically spelled items. However, when it is time
to make the transition from phoneticali; spelled words to lexically spelled
words. the reader will need to adopt a new strategy for arriving at the
pronunciation and the semantic ¢gntent being expressed by the lexicaily
spelled items. We have suggested here that the reader can begin learning
the new strategy by first-Jearding and later exploiting his knowledge of
the relevant iv 1z os. .

" A strategy for pronouncing lexically spelled. words, which involves -
knowledge and application of 1M nules, immediately raises a question with
regard to spcakers of lects other than Standard English. How will speak-
ers of other lects use 1as rules that are not part of the.phonological com-

ponent of their lect? Obviously they will not be able to exploit rules which
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7.2 The necessity of a strategy involving e rules

In this paper we have proposed astrategy for arriving at the correct
pronunciation of lexically spelled words. The strategy involves exploita-
tion of the speaker's knowledge of v rules. One could question the neces-
sitv of sur proposed strategy on four conditions. First, ore could ask why
a reader would need to adopt the stratery we are propo.dn if he can

learn the semantic eontent end the prgnunciation of 1o 7 - spelled
words with o our specitie straten? Wedrealize that the. acands

ics for ..ung the

of mature readers who have developed strateg
cemraitic content and the correct pronunciation of the words under is-
cussion ~without ever hearing of the strategy v e have proposed. However,
we are not concerned with the readers whe  uceessfully develop their own
ctrategios: we are concerned with the toany readers whe never do.
Readers who never develop a mcthod independently might profit from
one in v hich they can draw upon theic knowledge o v rules.
¢ would be miuch more economical for a reader to learn the 1 aules
that will generate the correet output spronunciation) for a whole class of
words than for him to approach each werd in the elass as if it were un-
reluted phonologically to the other words. Forexample, clectricity. elasti-
city. and stoicity are all related by a geraal rule which changes the final
consorant. ck L to ss. whes the ity saffix is added. If a reader is made
} sware of chis pattern he sheuld be able to independently arrive at the
" correct proodiction of rubricity by applyving the appropriate v nizle.
~ second, the necessity of our strategy can _be questioned on the
grannds that few words requiring knowledge of 1v nrules oo ar in texts
other itan highly advanced ones. One could ask why a reader would
need a special strategy for dealing with sneh a small number of words,
We are not sure what percentage of the words in reading texts are repre--
sented by lexical spellings. but even it they represent a small perc{ntage. a
" reader will need to know how to approach such words if he is to ecome a
successful reader.

Third, the necessity of such a strategy can be questioned regarding
its usefulness for beginning readers, Wardhaugh (1970) has stated that a
beginning reader neither knows nor needs to know vocabulary of
Romance origin. However, we have observed that the item electricity
oceurs in the first reader of the Bank Strect-Seriese A child confronted
with words 1:we electric aad electricity must use some kind of strategy for
arriving at the correct pronumn: fations of these words. 1f he adopts a-
stratepy which can be used foo other words exhibiting a pattern like
electric and electricity (elustic and elasticity), he wiil wa ~dopted a
method that will allow him to proceed independently to « er lexically

spelled words exhibiting noha pattern. Lo s iikelv that a beginning
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reader would have fewer occasions on which to employ the strategy we
are proposin~ *han a more advanced reader, but as soon & lexically
spelled svor¢  .ppear in the reading text the reader should be equipped
witha ratc  for approaching them.

Fourth. the neccessity of the sirategv being proposed can be
questioned regarding the implied importance of the ability to correctly
pronounce words during the precess of reading. While a reader mav very
well react: a2 level on which it is not necessary to pronounce the words he
is reading, one must bear in mind that such a level is an advanced one,
ar.d that it is probably attained only after the reader passes the stage
during whick it is necessary for him r> pronounce words. For example,
some kind of stratery will be most definitely necessary for the level one
reader using the Bank Street reader.

Also part of the strategy we are proposing is a methoa by which a
speaker can sharpen Lis comprehension skills. By recognizing that
men:bers of a family of lexically spelled words are semantically related,
one can add an entire family of words to his reading vocabulary. If a
reader knows the meaning of the root word optic. for example. then he
should be able to arrive at the general semantic content of optician and
optua. Once noting that most lexically spelled words a.e semantically re-

lated, a reader exposed to an individual member of a partlcul ar lexical
mmxlx will only need to isolate the underl\mg, root word in order to
arrive at the general semantic content of the new family member.

To summarize, the model constructed by theoretical phonologists
which represents a speaker's knowledge of the sound system of his lan-
guage credits speakers with a complex set of rules that make up their
1 wonological component. We have proposed that the speaker’s knowl-
edge of certain phonologicai rules (13 nrules) can be exploiied for the
purpose of improving reading skills. A method by which such knowledge
can be exploited has been suggested.
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Aithoush anv offort to define anew anad feld of dady such ws

cociolinguistios is subject to question wnd riticism by some of
practitioners, it will be useful to attenipt at lewst o broad definition of the
term here. Three major characreristios tend to characterize the field:

1. A concern for viewing language variation rather than the
cort of universals upon which grammuars are usually based.

2 A concern for seeing lanwvuace in real social contexts rather
than as abstract represcntitions.

A

A high potential for relationship and application to cther
tields such as education, sociology, authiropolowgy. and sy -
chotogy.

It a sense. the third characteristic is really an vutgrosth of the first two.
but. for or purposes. these three aspeets will be treated equally.

At the present time. a sociolinguist may be defined as 4 person who
studics vairation witnin a language or across languages with a view
toward describing 1%t variation or toward writing rules swhich in-
corporate it (rather than, as in the past, ignoring it): relating such varia-
tion to some aspects of the cultures which use it: doing large scale lan-
guage survess (macroanalysis): doing intensive studies of discourse
(microanalvsisy: stadying language function {as opposed to language
forms): Jiscovering the compacative values of different varieties of lan-
guage or of different languages for the henefit of political or educational
planning and decision making: studving language attitudes. values, and
beliefs: and relating all the above to other fields (including educatic).

* -~
Nom
[
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s, sucielinguistics involves a putting back tuzether,
linguisiics. & number of separations hat have taken
place © «the vears. For one thing. the separation of lanziayge from the
realistic context i1 which it is usd has proved very tronblssome in recen®
vears. The more traditional view of hinguis fcomi o in the sixiies),
which excludes the variational and functional aspects of tanzuage from
formal linguistic anaivsi~ and describes such characteristios ey miere trivial
periormance, Is finding disfavor at a repid pace. The terna static may b
used to refer to the frameworks of both structural and transfo-matio
linguistics. A static grammar is one which excludes variation ¢: anyv sort.
including tir, function. socioeconomic status. sex. and ethnicity, {rom
the purview of formal linguistic analvds. Thus, when Noam Chomsky
(1965:4; states. “Linguistic theorv iy concerned primarily with an ideal
speaker/listener. in a completel: homogene s speech-w snunity, who
knows its lanpuage perfectly and is unaffected by performance varia-
tions.” he i+ illustrating ti - static view of languace quite succinetly. Thus
linguists r e or less abdi ated any responsibility for studyving many of
the interes. 1g. dvnamic aspects of language in a vain effort to be “purely
linguistic.” whatever that might mean.

ik To fiedd AF
WIitd © 11¢:30 Q2

nal

Another clear separaticsi. which has been vivorously maintained in
linguistics over the vears. is the separation bevween synchronic and dia-
chronic studies. That is. the separation of the study of lunguege change
from the analysis of a language at a given poine in time. Such a notion
dates back many vears in the field but is perhaps most notabls stated by
Bernard Bioch (1948:7) when he attermnpted to define the goal of pho-
nological analvsis as the study of 7. the totality of the possible utter:
ances of one spoaker at one time in ust- 2 a laniuage to interact with one
other speaker. .. " Such & theory weould seem to imply that a speaker's
phonological system iy somehow cut off from the developments which
gave it life. If -on the other hand. one were to view life as constant move-
ment, one might also hypothesize thot langu: e is in equally constant
movement in its futile effort to cateh up withe life. That is, life keeps
moving away from the attempts of language at freezing it long cnough o
interact with it.

Shuy O 81



O

ERIC

Aruitoxt provided by Eic:

[ S =
L e : . .
amiic ans U s

circ:z sta ices which thae form ws produced Gindily . il B

st Miam or nonstandard pe
f() ni. B:l.\l]t“\'\ wits his beast
gins o ouod erecles, funm

fore dynamic. offer f'.'u- :‘v"\t

dre e ('}Hpu i

At about the sime Ui, the v atonis s bopendioes swere - oned be
a croup of trandormationad lingait Wiaocore b o diee o han
amone odhier thines, by the ~tatie natare f e Jan Lo an
fov, Py 1’ Postal, Bebin and Georze Lub o Greore, b B
and others bc;nm to raice object! ¢ Crodtioln

noting 1tx inability to accommodate real longne e s tuilure toake into
acconnt th.if lmuxdw iv used by buman beings to communicate b a
: dext, and its clain that svntax can be seperated from semantics.
Boese sohwiiars, cturre I atled cenerative semanticists, see variation os
heavily tove ved in crameiar wheaever the socia conteat of &

changes. For vxample, one miuht dismise the sennence, "Eraie think. with
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Figure 1. Multple necanen: frequeney of oceurrenes in Petroit, by ses group

Note that the frequeney of accurrence of the use of multiple negation
across four ses groups in Detroit i masntzined regardless of the race of the
speakers, but that blacks use multiple nesation at a higher frequency than
do whites. Further information reveals that men use them at% rate higher
than women. Such data canpot tel! us that blacks use muliiple m-g\ati\w
and that whites do not. Nor eould it sav that.men use them and women
do not. But it does offer richer information about the tendencies toward .
higher or leraer variability nmu than we could ever obtain from a meth-
odology which offered only a single instance of such usage as evidence of

~jts use or nonuse. The figares represent & number of informants in each of
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the four ses -oups and a large quantity of occurrences of the feature for
each infor. int represented in the group. In the case of multiple nega-
tion. in wddition te tabulating the occurrences, it was peeessary to see
them in relationship to 2 nieaningful touchstone, Thus every single neca-
tive and every multiple negative in cach speaker’s specch ampif: were
added together to form a universe of puwntml multipie negatives, The
tabulated figures displev the relationship of the ocvurrence of multiple
negatives in reldtmn\hm to all potential multiple negutives.

It is reasorably safe to assume that the extent of lunguage vari: mox
much broader than previous research methodelogies ever rt‘\(.‘dxtd. if an
informant is asked. for example. what ke calls the staff in the London air.
he may respend only once  fag . I he sbould .mm‘en ta use the a’
vowel before a voiced velar stop only 36 peree: 1t of the time during alf the
occasions in which he refers to this concent during a ten-vear period, this
variability will be totally lost in this single representation in the inter-
view. If he talks conti mmml\ for thirty minutes or so. he might use this
prenunciation a dozen or more times, piving an increasingly mor¢
probable representation of his actwal usage. Of course. such data
gathering techniques work better for pronunciations in whict: the inven-
tory of possible occurrences is vers high than they do for lexicon. On the
other kand. research in sounlmﬂmstlu indicates that pr()nuncmm)n and
grammar are more crucial indicators than veczbulary. a factor which
certainly justifies highlighting them for research.

-

Selectional options
Once we dispose of the notion of the right-wrong polarity evalnation

and conceive of language zu a continuum whicls vperates in realistic con-
texts, the possibility of «electional options becomes meaningful. It' i
conceivable, for example. that a mcal\ er out of a number of p(mll)lc
motivations, mayv select forms w ln(h in some othier context, would be
considered stlgnmtu.cd. Detailed studies of language variation have only
bewun to serateh the surface of such continua but several examiples are
suggestive of fruitful avenues of future research!

For example. ¥ can clearly rentember that as a child in a blue-
collar industrial community. certain language restrictions were opera-
tional among I1[‘C‘d(l()l€<(‘g!1t bovs. To be an acceptable meniber of the
peer group, it was necessary to learn and to execute appropriate rales for
nmrkmg mascuiinity. 1f a bov happened to be the toughest boy in the
class. he had few worries for whatever else he did would be offset by this
fact. Those of us who were not the toughest couid establish our
masculinity in a number of -wayvs, many of which wre well recognized.

“Tough language (especially sw caring) and adult vices (sach as sinoking)

were sometimes offective means of obtaining such status, Likewise. if a
boy were a good athlete. he could casily establish himself as masculine {in
our society this was true only for football. basketball. and baseball and
not “for swimming. soccer. or tennis). On the other hand. a boy could

89
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a girl, by liking his sister. by

clearly cbtain negative points by heving s nonsex-object relationship with
laving certain masical instruments
1

b

(especially piano and violini. and by outwardly appearing to be intelli-
gent in the classroon. It is the latter avenue which is of interest i hiere
since the majer instrunent for adjusting one's outward appearance of in-
teiligence was his use f oral language. Interestingly enough, what oue
did with written languiage seemed less crucial, us long as if remained &
private communication between teacher and student. That is. 2 boy
could be as smart as he wanted to on a test or an essay as long as the writ
ten document did not becone public (displaved on the bulletin board .

Thus twe stratecies for reasonably intelligent males in this sociery
were as follews: .

a. Keep your mouth shut in class. 1 the male is white, this mighit be
interpreted as shyness. If he is black. it usually is read as nonverbality.
The strategy of keeping one’s mouth shut in school is employed for dii-
ferent reasons at different times. In early elementary school. the child
soon learns that the name of the game is to be right as often as paossible
and wrong as seldom as possible. One way to prevent being criticized by
the tzacher is tc keep one’s mouth shut. By preadolescence, the male’s
strategy for keeping his mouth shut grows cu. of a complex set of pres-
sures stermming irom stereotvped expectations of masculine behavior
{bovs are less artivulate than girls and less interested in school) and the in-
herent dangers of appearing unmasculine to one’s peers.

b. If you give the right answer, counteract the “fink effect” by
sprinkling your response with stigmatized language. It is this strutegy
which bovs must certainly master if they are to survive the education
process in certain speech communities. Those who only keep their mouths
shut tend to drop out ultimately for whatever reasons. But males whao
learn to adjust to the conflicting pressures of school and prer pressure are
those who have learned to handle effectively the sociolinguistic continu-
um. In the proper context, and with the proper timing. an intelligent
male can learn how to give the answer that the teacher wants in such a
way that his peers will not think him a sissy. In Englisb class he will learn
how to produce the accepted forms with the subtle nuances of intonation
and kinesics which signal to his peers that rather than copping out. he is
merelv plaving the game, humoring the English teacher along. If he
appears to be sufficiently bored. he can be allowed to utter the correct re-
sponse. If he stresses the sentence improperly. hie can be spared the
eriticism of sclecting the accurate verb form. The six stage continuurn
noted carlier in this paper is a gross example of several choices available in
such a situation. It is tempting to postulate that the male’s need to
counteract the “fink effect” by deliberately selecting stigmatized language
forms is merely a working class phenomenon. Recent personal observa-
tions, however, have led me to question such a notion. My teenage son
has lived his entire life in a middle-class. standard English speaking en-
vironment, hut it is only since he began playing on a foothall team that he

10V
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smail number of nonstaidard English features. The pro-
ductivn of these features, which include rmultiple negation and d for th in
words like these and t/u:m. i sitaationally confined to the prugnt or hb-
stract condition of footbail He appears to use the standard Eng
equivalents in all nonirotball contexts. Closer observation seems to
indicate thet not all memberys of the football team {eel the sume require-
ment. it would seem. in fact. that there are different pressures for dif-
ferent roles. My son Is a defensive tackle. a position avhich seems to
require the characteristics of 2n aggressive ave. Thus. apprentice apes
must do everything possible to establish this condition. It Is interesting to
ohserve that pressure to select nonstandard forms seems less evident
among quarterbacks and flankers.

A second recent cbservation has to do with the diagnosis of reading
problems in an affluent Washington, D.C. suburb. A well meaning third
grade teacher had d)dtrnosed one boy’s reading problem as one of 'small
muscle motor coordination,” and she suggested that the parents send him
to .« neurologist. His father, a physician. objected strenuously. muttering
sornething about teachers practicing medicine twithout a license. Since 1
kuew the family, i was asked to help discover the child's réal problem
Atter a quick examination. in which the boy evidenced little or no prob-
lem with decoding or comprehending material which was unknown to
kim, the only pmb‘cm I discovered was that his reading was monotonous
and mechanical. In the school’s terminology. he did not read with “ex-
pression.” A hasty survey of teachers rev ealed that boys tend to not read
with expression. a fact which is generally accepted along with their_non-
verbality and dirty fingernails. Why didn't this boy read with expression?
My hvpothesis i< that he considers it sissy. This boy is the smallest male in
his class and he is using every means possible to establish his masculinity.
What he lacks in athletic skill he more than makes up for with careless
abandon. His voice is coarse. His demeanor is tough. He swears regularly.
And 0 on. It would behoove the sehools to do severalthings here. One
mm‘p question the uscfulness of reading with—eXpression at all, but

cachers should certainly be able to distinguish this presumed problem
irom other types of reading problems, particuiarly neurological ones. But
this seenis to be evidence of the same sort of pressure. this time in a
middle-class community, which pits school norms against peer norms to
the extent that the child is willing to deliberately select the nonstandard
forms.

haddeveloned a
€

In addition to intentional selection of linguistic options, spc akers also
make uniutentional selection of stigmatized language. One such selection
involves the use of hypercorrections, a term which linguists use to refer to
incorrect ov L'rge\114\r‘111/‘1tx()n from already learfied forms. Several yvears
ago 1 noticed such a pattern in the dev Ll()px]lcnt of my younges son's use
of -en participles. Suddenly he seemed to be using the inflectional -en in
all participle slots such as “have taughten,” “have senden,” and “have
plaven.” My first reaction was to drill Joel on the proper form but I soon
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realized tha! he was sctin awareness of g newly acquired
1

pattern. What he had nut vet le i W tosor: the participles out
into -en and non-en furms, That would take time 1d come. Hy-
o )

percorrection L perhizps more 1o teacherns
the form of the-malapropism, a o
sound of the word intended but v omisses, yvielding =
humorous combination such as “prosecuting eternity.” Grammatical hy-
percorrection vields equaliy psuedo-clegances such as “between vou und
1.” In terms of selectional options. hyvpercorrections in vocebulary. pro-
nunciation. and grammur pose an interesting problem which iflustretes
clearly the need to see lunguage in a realistic social and pavchological
context. Hypercorrections. when detected. can caunt double ¢r more iu
degree.of stigmatization. 1f undetected. they are unlikely to be fuvored
mere than neutral. Thus. when people make judemerts about the lan-
guage used by a speaker. there are at least three areas of judement in-
volved: stigmatization. favoring. and hyvpercorrection. Detected hyper-
correction probably runs the greatest risk of negative social stigmatiza-
tion. Oddly enough, vocabulary hypercorrection  {nezlaprepisnn s
probably the most highly stigmatized. foliowed by spronuncistion hyper-
correction (the pseudo-elegance of vahz for vase, for example) and Jast by
grammatical hypercorrection (such as “between you aad 17). Stigmati-
zation reverses this procedure, with grammatical features most stig-
matized (at least in America). followed by phonolegical and lastly by
vocabulary. This process of favoring is still relatively urknown. and it is
difficult to tell whether vocabulary or grammar is the most favored
condition. Within each linguistic category {pronunciation, grammar. and
vocabulary). individual features can be placed and rank -ordered.
although the exzct naturce of this ordering is net totally known at this
time.

r

Perceptual viewpoint of the whole

Still another characteristic of sociolinguistios is involved in the very
viewpoint from which langnage phenomena are pereeived. It is logical to
believe that once the basics of langiiage are understood, other less central
féatures will fall into place. It has been traditional in linguistics to fol-
low this logic. Thus linguists-ot various theoretical persuasions have
scarched for the core. the basics, and the universals of language and have
paid little attention to the peripheral. the surface, or the variables. Socio-
Jinguists do not&lecry arf interest in universals or basics. but they fecl that
the periplieral variables are much more important than have ever been
imagined. In fact, sociolinguists tend to treat peripheral and basic com-
ponets on a par. and they believe that to understand one. they must also
know a great deal about the other. Sociolinguists. thercfore. stress
variation, especially as it is related to sex, age, race. socioeconomic status,
and ‘stylistic varieties. They feel that by paving attention to such vari-
ables. they can better understand the exciting dynamics of language and

see it as a whole. .
Shuy 91
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2. Studies whi

ch compare subjective reactions o variation
within the same fanguage.
Studies which compare accented speech. the production of a
language by nonnative speakers.

<o

Tt is felt that such studies will enable linguists to get at the threshold, if not
st the heart. of language values, beliefs. and attitudes. From there it is a
relativelv short step to relating such attitudes to actual language teaching.
and planning. For example, research by Wallace Lambert and his as-
sociates (19601 attempted to determine how bilingual Canadians reallv
felt about both English and French in that area. Therefore several bi-
linguals were tape recorded speaking first one language. then the other.
The segments were scrambled and a group of bilingual Canadians were
asked to listen to the tape and rate the speakers on fourteen traits such as
height. leadership ability. ambition. sociability.. and character. The
listeners were not told that they were actually rating people twice, once
in French and once in English. It was somewhat surprising to the.re-
searchers that the speakers were generally stigmatized when they spoke
French and favored when thev spoke English. This was interpreted as
evidence of a communitywide sterectype of English speaking Canadians
as more powerful economically and socially.

An example of a study which compares listener reactions to variation
within the same language was done in Detroit (Shuy. Baratz, and Wolf-
ram. 1969). An cqual number of black and white, male. adult Detroiters
from four known sociceconomic groups were tape recorded in a relatively
frec-conversation mode. These tapes were played to Detroiters of three
age groups (sivth grade. eleventh grade. and adult). An equal number of
males and females, blacks and whites listened to the tape. These judges
represented the same four socioeconomic greups as the speakers. The
purpose of the study was to determine the effects which the race, sex,
socioeconomic status, and age of the listener have on identifving the race
and sociocconomic status of the speaker. The results of the study showed
that racial identity is quite accurate for every cell except for the upper
middle-class black speakers. who were judged as white by 90 percent of
the listeners. regardless of their race, age. or sex. It aiso showed that the
lower the class of the speaker. the more accarately he was identified by
N

\
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:‘x recent study of accented speech Posw 10Ty Ll

contrasted the subjective reactions of ; eruplovers, o
randem adults to the aceented speceh of u},dn horn anrd native white
and Black Miamizns, Rev's interest was in the extens to which aceent
plaved a rele in hoth e miplov umlh “and <«haol evaluation. He }-d»tu
tape recordings of varions speakers to aronps of livteners and conclu
that the Iower statuy Cuban born Muamians have the least chance for suce-
cess, even if the emplover or teacher is also Cuban bora,

WHAT ARE THE PRCSPELTS FOR SOCIOLINGUISTICS
INTHE FUTURE?

To date. the study of sociclinguistios can be said to have hardly be-
gun, Variation is a vast expanse of possibilities which should ktcp lin-
guists busy for vears to come. A very small dent has been made in the
studv of variation amuonzg wrt'lin minority groups. 11 m)u('h an accident
of history. a great deal s been learned about Vernacular Black English
but very little is known sbout the variation used by standard English
spedkers regardless of race. Little is known about the sort of variation
which utaolwhm a speaker as a solid citizen. a good guy. or an insider.
Despite some intensive research in the area. little is known about how

people shift from one register to another or, for that matter, from one
dialect or language to another. Only the barest beginnings have been
made in the study of special group characteristics related te language
{language and religion. law. medicine). A great deal of researh needs to
be done on language attitudes, values. and beliefs. Althougls langnage
change has received attention in a number of recent studics, sociolin-
guistic research still lacks knowledge of @ number of aspects of the ex-
citing dvniamics of language.

In shert, the social contexts in which language can be studied have
almost as many variations as there are people to vary them. In some fields
of study, graduate students writing theses or dissertations often become
discor xraged over the fact that all the good topics for research have al-
ready been used up. This dilemma is far from a reality in sociolinguistics.
where topics abound and where we are only at the beginning.

104
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* . Horcath Rl

Sociolinguistics and Reading

Barbara M. Horvath
University of Sydney

Many of the insights gained in sociolinguistics studies over the past
several yvears have implications for the ficld of education in general and
for the teaching of reading skills in particular. As sociolinguists. our task
has been to describe geographic and social dialects, with an emphasis in
the past few vearson social dialects. That is. we are interested in how the
speech of people from different social classes varies: how the speech of
voung people is different from that of old people: how women's speech
differs from men's speech: or how social setting affects speech. Using these
descriptions. we construct grammatical theories to explain language
variation. But we are also interested in the ways that these varions
dialectal differences are significant in cveryday life, We want to know
what role these differences play in school performance, in performance
on standardized tests. in cognitive ability. or in getting a job.

Because of interest in describing through direct observation the lan-
guage the child brings to school with him. sociolinguistics complements
the current educational philosophy of meeting the individual needs of the
child by starting where the child is. As is well-known. it is our firm belief
that no child comes to school without luniguage. No child comes to school
as an empty vessel waiting to be filled by the school system.

Five areas that have interested sociolinguists are pertinent for edu-
cators: the language deficiency notion: the difference among the various
dialects of American English; attitudes people have toward dialects and
their speakers; standardized testing, including reading tests: and, finally,
approaches to the teaching of reading to nonstandard dialect speakers.

[
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l‘w I uic of Niomat adard Foe-
lolent in langiage dv\( fopinent as
aresult of his ptrfnrmanu in un micr\‘zc\\ situation. Many children have
been assessed as nonverbal or completely lacking in lancuace develop-
ment because when faced by white, middle-class observers in m”l
formal settings, they respond in one or two word sentences, It oo :;u;‘.pcr:’s
that. at about the same time psychologists were making thewe observa-
tione, sociolingiists also were faced with situations in which thev were
using interviews for collecting data, )

The primary met thodolos gy of muw in; m‘\t,(\ is direct ohservation of
language iy its social setting . In this w av. we differ from traditional lin-
cuists of the truminrmatmn “ school who. by and large. limit themselves
to the study of the standard English of collece p*nfu\ork and graduate
students (the English thev speak themselvesi, Because we are interested in
social dmluts. it has been ne cessary for us to develop techniques for col-
lecting speech samples in nateral situations. Early stidies in New York
(Labov, 19661 and Detroit (Shuv, Wolfram . and Rilexr . 19670 had shown
that social contest could affect the speceh characteristios of an individual.
Social context includes such thines as the topic being discussed: the
physical situation tthe pringipal’s office vs. the plaveroandy: and. the
~ocioeconomic class, zue. sex, and race or ethnie backerounds of the con-
versants. Knowledgy tlmt social contest affects specels characteristies has
been an important consideration in-the collection of speech saumples for
inclusion in descriptive studies, ~

Lubov (196%9) in his studies—and his indings have often ben repli-
cated—{ound that an interview situation can be a threatering event for
children. especially in a very formal setting and when the interviewer is
from a hicher ciass or different racial or ethnic background than ‘the
child. The same children who replied to his questions in monosyllables
during a formal interview became very verbal in a less structured sitna-
tion. sitting on the floor and cating potato cliips w ith friends.

This kind of information is of use to educators. For instance. niany
children are interviewed axs part of the initial school registration process

FOT
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the acquisition of langiuge s

Too often, mm\fa.lddr(‘mn\ are iptTprete '5 G
ferent phonological or grammatical sty ure bear
garbled spesch. Because the siddlesclass obarter
what is being said, bes jurnps to the condiiston that pet

It is & mistake to assume
not present, the proces alvo s lackin
the squirrel?” and then r('p‘ic\ “In
child cannot constrict compicts senteg i This v noti,
conversational setting. Becanse a child dons mot e 77
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was.’ 'Ihe undv l\lns_ quutmn in t‘ns Sentenct i H,Jmi':(
complementizer in the Standard English wntence and by
jeet/verb order in the Black Vernae ular Faghish sentence,

Most insidious of all. of course. is to jump to the conclugon tha
speaking a different dialect implies a cofhitive ¢ deficr s Apain, Labov b
demonstrated what most of us have pemonally experienced: tha! pro-
found notions can be expressed in nonsts Adard dialects and fairh ipro-

. found ideas can he expressed in ¢ laborgte standard dialect
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Williams and Whitehead did un Interesting experiment with tegeh.
e, essentiglhy finding ouy that teachers—Jike the rest of huyman.
Nind-- forpied Mtereotypes of childron trased on specch batterng:
We dan accept that an emplover’s. attitude toward nonstandard
speech may keep o Prospective emplavas from obtainiag 4 jub. But how
“do teachers Attitedes toward child aficet th, child! performanee ip
SCRool? An experimen reported by’ Rownthal and Jacohson indicaes
that when the teacher ictold thut 1. children in hor i are bright, even
though they hyy o Bern testeqd 4e dull the children Perforin hetter 1,0
wotld normaily he Arected Inother words, children reflect 1 their per.
Hormanee p hat their teachors thiny abour they Bosenth ) ind Tacobuon.
Have teried ths the iy tnaling o ff ]
A teachers st toward 4“;1!1‘,,"} Probabily coppen from jwp

PRI the et e e o slication e

and i oiv ey thee racial; ol

datdregion,l backitonnd e wh cothen, depending upon the
Kinnd of vdneaton ! batkironnd, - S the teacher has had,
Soeealled seientifie theones iy, Ctitndes, Fop invtance, if
RUISEIRT IR FPINY N AT INTINE wrtoward the spoech of
Jow er ol Hebun Bl ke arnd o searly childhoeg inter.
'.'Cszt:'nn.s.:rn!cuirs. Ay of which g iy based op the notion

that black children have !'m'];ml.;n;um-, the v gl afitade hecomes rein-
forced and iy nistibied throgeh Tohjective seic ey .

Thire yre FLE apbrogches tha can be taken toward bringing
ahout ehange iy athtudes towrd nonstandarddialeets ang their speak.
e One sugeesion o find gt aborgt regional gnd social dialect
“harticularis throneh cretul abvenigsiog of the Specel of others ahd of
oneself The Haportant thing i o by aware of the oeiad vValuations made
af linguidic fratrites und o to canfise (hese evaluationy with tie childy
real abaliges, :3.*‘\«{::1:‘:1}; that & el vannot do owell iy sitho] because he
speaks s nondandardg dialey : ’ '
TESTING s .

The ficid of LT iy ANOher Grea in w .'n'ch-mcin]ingumg have done
fomeworks \We gre Particnlarly imytepeted W pointing oyt standardized
and ather tegs w hich are higwed AL o hers of Bonstandurd dinlects ~
m‘;amplv With sionstandar edperiences. Of spegial Interest are tests pur.
POrtng to measure inteligenes. . which make the claim thay thev are
TREATINE some inngee ability: of (he individual The Peabody Pictire
ocabulare Tew vy B exdmplent the approach taken by socie.
lngaists (o thee CTIICIgn of standardized testy, )

.

The vevr cona e 150 words: the child i presented with the
sriius word aud gaked teindicate v hich of four pictures represents the
meaning of that word, The rive elain, W estimate verhgl intelligence
through tisg meavirement of hi':-gz:in_s;_\ncnhlllar;'_ : _

This test can be taticized ffom s number of puints of view. which
can be exemplitied by thee following, - '
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1. The test is given on a one-to-one basis and, as has already been
discussed. this kind of interview setting can be threatening to some
children.

2. The examiner is asked to pronounce the words “cotrectly,”™ Aside

from the fact that this rule probably causes little harm because people
Jook it up in Webster's and then pronounce it according to their own
dialect, the real danger comes when the author indicates that where both
1 local” and Ccorrect” formave used, the examiner should use both.
Knowing how insecure many people are about t?\cir language, some
examiners mayv he tempted to do just that! Treagine the child’s confusion
at being preseated with two forms. More importantly, inmany cases the
examiner does not speak the disatect of the child taking the test,

3. The pictures ased in the pevr depiet no blacks, Chicanos, Indians,
Orfentals, men without tics. or women doing interesting things, Class

_=hias is ohvious o every pave, injust the pictures alone.

\z‘lu' basic content of the = - The unsophisticated view 7
Fanguang ds that it ! ordss therefore, if you want
measure vérbal in <t that shows how many woy

a persog-knows. Ty div o ene words and vou separate thos
WHornedily know Langiage from those who do not. The next jump is im-
possible for inguists to take. That is. it you know the meanings of
“oscubation.” "humunculus.” “eryptogram,” and "pensile, " vou are very
intelligent, Whethier a’child knows what these words mean has more to
do with exposure to situations in which these words are used (probably
very stuffy writing) than to any inherent intelle ‘ctuad capacity.

5. A cursory emamination of the 150 words shows that the majority
of them come’vut of a middle-class experience. The black ghetto child.
the migrant Chicano child, thelower-class white child all are put at a dls-
adv dntst‘ by this test.

The norming pomxl.ltmn consisted of white children from Nash-
\'illc. .I ennessee. The a:thor does not make any note of the sociocconomic
class of these students. This hardly seems a representative sample,

Sociolinguiists are o eritical of test di-ections which star» that the
child should mart 1 " answer wher He beoranswer is obviously
what the test design: - ceets. If the test - akes o~ crom the same back-
grovnd as the test dev o crs it probablyw 0 0 or to come up with the
richt answer becaus 5 —pectations mateh, Fooaever, if the social and
Linguistic backer o ne child is not tha of © o test giver, ihe chanees
arefewer that b o ae up with the best anwwer.

It scems to e at reading tests are particulariy vulnerable to

criticism from this it of view. particularly when comprehension tasks
are being tested. Sech tasks as getting the main idea, problem solving,
drawing inferene~, separating fact from opinion. or e valuating the
anthor’s purpose < end heavily on one’s socialization. A few examples
from a serivs of reading tests used in a large. urban school svstem can il-
hustrate this idea.

. ‘ . |
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. By answering the following test item correctly, the student is said to
be demonstrating that he/she can predict or anticipate what is to follow a
spccnflc situation in a story.

Yellow Cat had something to eat in her dish. Just then Ler kitten,
Jumper, walked by "What is in your dish?” a3 Kked Jamper.
What will Yellow Cat probably do next?
1. Run away from Jumper.
2. Let ]umpur see the dish,
3. Havea party for Jumper,

What is the "hest™ answer—that is, whzt does thc test designer think
“ought to be the outcome here? "Let Jummper see the dish™ of course, re-
flecting his stfong bafief in “being nice.” But what about the child who
says that (1) is the right answer “because Yellow Cat doesn™ want Jumper
-to have any of the food.” Now running away does not mean that Jumper
~will not get the food, but it is the only anstver that in any way allows a
child to.express the negative feeling that Yellow Cat does not want to be
nice to Jumper, We certainly caanot sayv that is not a possible outcome in
the real world, although in the worl:t - Lildren's stories where everyone
is always nice, it may not be the v Lt outcome.

In another item, the student is asked to identify the author™ purpose,

Mr. Brown liked animals. He had a duck, a pig, and a bear. They hkc
Mr. Browsi. e was kind to them,

Why was this stosv written?

1. Totelbabos -onicone.

2. - Totelson iing funny. .

3. Totelbhoy 1 dosomething. .
The “best™ answer is . it the  aild answe - (3), explaining that the

. paint of the story waeat o bind one of these pets, he told you how to

take carc of it_tobhe . ' ita inot to be miean, There are many dif-
ferent reasons why a:r ... o ©owtes a piece; quite often the reason is to
point vp some moral. -~ -ha e often than not in children’s stories. It
is true that at one lev: 0 steos tells about someone, but it seems © me
that this child is demor o o deeper level of undcrstandm;, «: the

author's purpose. But b v« 7 wrong because it ds not the - hest”
answer. ‘ ‘ : .
At a more advazoo d leve o he reading u ot series, the student is -

asked ta demoenstrate v wparate fact fron: ()plm()n.
Tonv: The C ot Friday nights!
Jenna: 1Hiket .ol toa,
Hoyt: Everyti, ¢ Center olfers s fun and weil planned.
Low: But some © o too s oisy! ‘ .
Donald: Well. - he cuby twenty people ines b elass nest month,
In the conver i have just read. who towd a fact st ihe

Center?
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The “best” answer is Donald. However, if we examine this set of sentences
more closely, we can see that the last sentence can be used to express the °
opinion that, if only twenty people were present, it would no longer be
too noisy. That is, the noise was caused by the quantity present, not the
quality. Beginning the sentenu. with “well” is a good indicator that a
simple fact is not to be presentcu but that a fact is being used to express an
opinion.

Linguists have recently become interested in looking at dlfferent
ways of doing thing gs with senteénces. Take, for instance, making requcsts
Normall) a requesy is thought to have a form like:

Shut the window, please.
But, reqp-osts can also be expressed as:

Can you shut the window?
Will you shut the window?
Would you mind shutting the window?

Or even, given the right context:

It’s very cold in here, }c}:L es,

‘A child who intuitively recognizes that Donald is expressing as much of an
opinion as the others then becomes penfused about what task he if being
asked to perform. | :

\, For those of us who are adept at takmg tests (and if we were not we
wquld not occupy the positions we do), the answers on these items seem .
Ob$‘\0‘l,.a I have recently begun a project in which I administer reading
tests Yo children and tape record their responses, having them read and
work out the answers aloud. Often I question them about why they have-
made a particular choice. Some interesting things have turned up.

1. Achild can make mush out of the reading passage and still get the
correct answer. How such a test can then be a test of reading becomes dlf .
ficultto understand. g L

2. On some items, -children are asked to override their own intui- .
tions. For example, on items where the child is given a word and asked to
identify another word that has the same vowel sound, pronunciation
rules can get in the way. Take, for instance,’

big / find ride:  ° give. b

The child immediately hears that the vowels in “give” and “big” sound
alike, but he hesitates to put down the correct answer, saying “even
though it says [sic] an ¢ at the end of it, they‘sound alike.” In, another
instarice he insisted upon pronouncing “shoes” as “shows,” even though
it made no sense in the story and when questioned, he quoted again the

" rule for long vowels. I asked him if it made any sense to him and he rather”

. Horvath N : el . N 03
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. matter-of-factly said, “no.” He has almost come to the point where read-

ing does not really have to make sense; the important thing is to apply the

“proniunciation rules.?

3. If we are willing to believe Frank Smith that the techniques used
by beginning rcadess differ from those nsed by accomplished readers,
then we should expect reading tests to rflect this fact. We would not
expect word atack skills (rules for pronu .wiation) to be as important to
the more mature reader as they are to the beginning reader. In fact, as we
have already seen, they may even get in the way of good reading. The
tests I have been working with do not xt all reflect this distinction. In
fact, as.the reading level increases, the word attack skills become very
complexi—reminding me of reading Chomsky and Halle’s The Sound
Patterns of English. Many of these rules relate to recently formulated
rules of stress and vowel quality that transformational grammarians have
tried to make explicit but of which speakers of English already have sub-
conscious knowledge. It does not seem necessary to have students make
these rules explicit in order to read. Surely, if v student did not know the

~ word “propeller,” knowing :he following rule would not help much.

The primary accent in words with doutle consonants befvre an inflec-
tional endingor a derived form suffix is just before the suffixal ending
and the vowel is usually short in that accented syllable,

'

" The student would be better off if he figured out that the subject matter

was airplanes and guessed-that the funny word with the p's, I's, and -er
was propeller. Even if he said propeeler or pro-pelleras a wild guess, he
would soon realize what it was—:! his intuitions had not been totally
stamped out of him—and then pronounce it c. crectly, using his innate

linguistic coinpeter.ce.

. \ .
THE TEACHING OF READING

Before discussing the teaching of reading, I must make it clear that’
we offer no “sociolinguistic” method that will one day replace the “lifi-
guistic” method of teaching reading. As a matter of fact, most linguists
have failed to'understand what is linguistic about the so-called linguistic
method. Any.teaching method cus evintain -a sociolinguistic perspective if
it embodies air undsrstanding of anc an allowance for dialect variation.
We do, however, have some opinjor: on approaches that have been sug-

-

" lagested. :

In the past few years, five different approaches have been considered
as alternztives for teaching nonstandard speakers ‘o read (Shuy, 1973).
Starting ‘rom “the realization that some change is necessary because

Johnnyis not learning to read, thesc approaches differ in which aspect of

*Goodman has been saying for sume time that the rules can get in the way of learning
to read. That was certainly demonstrated by this child who is classified as a poor reader.
On numerous occasions, he intuitively knew the right answer but ended up, instead, trying
to force pronunciation rules in places where they did not work. -

115
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the learmng system is asked to ‘do the changing: the chlld the teacher, or
the reading materials.

We ean change the child by teaching him Standard Engllsh first and

then teaching him to read. This would put off reading for some time and
probably would not be well received by many parents, teachers, and
administrators. But, more importantly, we cannot in any way guaarantee
that we know how to accomplish the task of teaching Standard English as
a second dialect (Fasold, in press). Even if possible, it would take hours
and hours of drill and, as Wolfram (1970) has noted, “the sociocultural
facts which inhibit the widespread acquisition of Standard English as a
second dialect do not suggest this alternative as a reasonable solution. ™

Another approach has been suggested involving change on the part

. of the teacher (Labov, 1967; Goodman, 1967). This approach would in-

struct teachers about particular nonstandard dialects so they would not

confuse the use of the dialect with reading problems. For exam .. ot

test read’,
“I e goes to the siore for his mother after school.”
and the chilu read,

“Joe Lie go to tue store for his mothe i fter-school.” o

the teacher would know that the child knov < liow to read, even though .

he mav not know Standard Erglish.

Two more suggested approachcs invol- » changing the reading ma-

terials. The first suzgestion s to develop dialect materials; the idea behind

this approach is that the child can begin te read in his own dialect and -

gradually can be brought to Standard Eng._:sh texts. Another approach
along this line is to develop beginning mater:als that avoid the gmmmatl-
cal mismatches between the dialect and the szandard.

Language expwrlence is the approach taat seems to embody the ideal

__of starting where the child is. There are evidently a number of different

techmques that go under this rubric. It can entaii havmg the t“acher write
down a story compased by a group or an.individual or it can mean taping
a fairly spontaneous oral story told by an individual. The latter would

seem to be the best initial approach because it in~olves onlyﬁthe individual

child’s ideas expressed in his own way. The mz 1 problem with this ap-
proach would be to train teachers to be care ul observers of the way
children speak so that they accurately record -he story. If the teacher
translates a story into Standard English, the point of using the language
‘experience approach w il have been missed.

All .of the apprmaches lead eventually to teaching reading in
Standard English; they are offered as ways to bagin the teaching of read-
ing, emphasizing that learning to read and learning to speak Standard
Englmh should not be confused.

116
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SUMMARY - A ‘

It would be ideal if, in' a summary statement, a plan could be formu-
lated that would bring about an end to educational problems arising from
dialect differences. Regretfully, that cannot be done. What we are able to
do is describe the varicty of ways in which people speak and to demon-
strate that these various ways are equally systematic and equally capable
of expressing the finest"thoughts of humankind. We can expose sterco-
typing based on language attitudes and we can expose bias in standard-
ized tests and suggest appropriate techniques for teaching reading. The
final decision on which actions to take relating: ot matliers must rest
ultimately with the people ubout whose Janga o we are tatking. What
we have been able to prove is that-there is no problem internal to any
tanguage or dialect that affects intellectual development. The v:.riation
within a language and the ways people evaluate this variation refizct the
organizaticn of the language community, geographically and soc ly. A
change in that organization is, without a dou.:t. the mos: effective -way to
bring about linguistic change.

REFERENCES =,

Bereiter. C., and & Engelmann. Teaching Disadvantaged Children in the Pre-
school. Englew sod Cli¥fs: Prentice-Hall. 1967

Fasold, Ralph W. "What &an an English Teacher Do about Nonstandard
Dilect?” in Rodolfo.Jacobson (Ed.). English to Speakers of Other Las.-
auazes, Standard English to Speakers of Nonstandard Dialect, special
anthiology issue of The English Record. in press. ' ,

Goodmau, Kenneth. "Reading: A Psycholinguistic Guessing Game,”™ Journal of

" the Reading Specialist, 4 (1967), 126-135.

Hesvath. Barbara. “Aspects of the English Syntax of Chicano School Children.”
unp ublished masters thesis, Michigan State University, 1971.

_ lensen, Arthur R. "How Much Can We Boost 1© and Scholastic Actievement?”
Harvard Education Review, 39 (1969), 1. :
Labov, William. The Social Stratification of English in New York City. Washing-
'~ ton.D.C.: Center for Applied Linguistics, 1966.
Labov, William. "$ome Sources of Reading Problems for Negie Speakers of Non-
stanclard English,” in A. Fraizier (Ed.), New Directions in Elementary Eng-
_lish. Champaiizn, Rlinois: Nationil Council of the Teachers of English, 1967,
Labov, William. “The Logic of Nonstandard English.” in ] Alatis (d.), George-
town Monograph No»22, Languages and Linguistics, 1969,

Labov, Williarn. “Contraction, Deletion, and Inherent Variability of the English
Copula,” Language, 45 (1969), 715-762.

Rosenthal. Robert, and Lenoret Jacobson. Pygmalion in zhe Classroom. New
York: Holt, Rinchart and Winston, 1968. ’

106 ' T . SOCIOLINGUISTICS .

o
[t
~

O

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

;

/.

Shuy, Roger W., Walter A. \\’ol'frilm, and Williar: K, Riley. Field Technéues in
" an Urban Language Study. Washington, D. C.: Center for Applied ' ‘n-
guistics,-1968.

Shuy, Roger W., Joan C. Bar v S Wolfram. “Socialing
Factors in Speech Identifis et Researeh Projeet e
15048-01, National Institute .. S g :

Shuy. Roger W. "Nonstandard Dialece Pre ccny v verview,” in Jares L,

Laffey and Roger Shuy (Eds.). Language D1 jerences. Do They [nte rfere?
Newark, Delaware: International Reading Associat'on. 1973,

Shuy. Roger W, “Langudge and Success: Who Are the Judges?™ in Richard W,
Bailey and Jay L. Robinson (Eds.), Varieties of Present Day English, New
York: Macmillan, 1973, ‘

Smith, Frank. Understanding Reading. New York: Holt, Rinchart and Winston,
1971, : .

William, Frederick, and Jack L. Whitehead. “Language in the Classroom:
Studies of the Pvgmelion Effect.” Englich Record, 21.

" Wolfram, Walt. A Sociolinguistic Description of Detroit Negro Speech. Wash-

ington, D. C.: Center for Applied Linguisties, 1969,

Wolfram,, Walt, “Sociolinguistic Implicitions for Educational Sequencing.” in
Ralph W, Fasold and Roger W, Shuy (Eds.), Teaching Standard English in
the Inner City. Washington, D, C.: Center for Applied Linguistics, 1970a.

Wolfram, Walt, “Sociolinguistic Alternatives *in Teaching Reading to Non-

-standard Speakers.” Reading Research Quarterly, 6 (1970b), 15-16.

Wolfram, \Walt, S.')('iolinguis‘li(" Aspects of Assimilation. Washingon, D. C.:

Center for Applied Linguistics. 1974,

118

Horcath v . 107



PRAGMATICS




Pragmatics:
On Conversational Competence

Bruce Fraser
Boston University

There is little argument that there is an important difference be-
tween knowing a language and knowinig how to use it. This point is par-
ticularly well made in Stranger in a Strange Land by Robert Heinlein.
Mike Smith, a Martian, has learned English through a grammar book but
is without any cultural context or experience. Smith is suspected of being

_able to levitate objects, and is put to the test by Jubal and Jill, two Ameri-
cans. The dialogue runs (with slight modifications) as follows: .

Jubal:

“Mike, sit at my desk. Now, can vou pick up that ash
tray? Show me.”

o Mike:"Yes, Jubal."_Smith reached.out and took.it in his hand, .

Jubal:
Mike:
Jubal:

Mike:
Jubal:
Mike:
Jill:

Jubal:

R L
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“No, nol”

“Idid it wrong?” .

“No it was my mistake. I want to know if vou can Jift it
without téuching it?”

“Yes, Jubal.”

“Well, are vou tired?”

“No, Jubal.”

“Jubal, you haven't told_him to—you just asked if he
could.” : .
(looking sheepishy “Mike, will you please, without
touching it, lift that ash _{g};gﬂf@}»gl‘)g\_w_-_mgdcsk;;.p,—--v--

“yes, Jabal.™ (The ash tray raised, floated above the

desk.)
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'Few adults familiar with the rules for using English in everyday con-
versational situations would have misunderstood what Jubal meant when
he utfered the sentence “Can you pick up that ash tray?” But children
often take the meaning of an utterance literally, rather than with the
meaning intended by the speaker (or at least they conveniently act as if
they perceive only the literal meaning—for those in doubt, spend a few
hours with a group of five-year-olds), and those learning a second lan-
guage often respond with “I know what he said, but what did he mean?”

The present paper is intended as an atternpt to clarify, in part, the
nature of our ability to use a language. The knowledge underlying this
ability is usually termed communicative competence (Hymes, Gumperz,
1971), parallel to the term linguistic competence (or grammatical com-
petence). Communicative competence, however, covers both verbal and
nonverbal aspects of communicating between persons and, as such, is too
broad a term for the present purposes. 1 will dse the term conversational
competence to refer to only the verbal aspects of an interchange, leaving
the nonverbal features aside. (One might use the term phone booth com-
petence to keep clear the domain of ability.)

To begin, I want to make clear that my use of the term conversa-
tional competence should not be taken as a renaming of Chomsky's term
performance when he speaks of the competence/performance distinction.
The notion of linguistic competence in the sense in which Chomsky has
characteristically used the term refers to what a speaker knows about. his
language as a formal system which relates an indefinite number of
phonetic strings to semantic interpretations, independent of any particu-
lar context' in which one such string might be uttered. A grammar is
simply a statement of the systematic and nonsystematic relationships be-
tween these strings of sounds arid meanings. Because the relationships are
usually found to be highly complex, linguists have found it useful to
‘analyze sentences on at least the phonological, morphological, syntactic
and semantic level of representation, with the grammar capturing what .
counts as being well-formed on each level and how the representations of
a sentence on one level can be related to its representation on another. A
grammar of English, for example, niust capture the fact that blick is an
acceptable though uncoined English word, while ftick is not even accept-
able; that "I hope I to leave on time” is ill-formed syntactically; that there .

is no existing word for dead plants analogous to corpse, though there well
might be; and a word for “a left-handed short-order cook™ is highly un-
likely. Performance, in Chomsky's sense, is a psychological notion in-
volving what a speaker does:when he utters (or tries to understand) a
well-formed sentence of the language; he might stumble over his words, . .. .-
forget what he was saying, or stopin the middie of the sentence. But none
" of this need bear directly on his knowing or not knowing the language.

Quite analogously, we can speak of conversational competence as
opposed to performance. But now, rather than talking about sentences
(what they are, how they are formed, and what they mean), we must talk

’
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about utterances, the speaking of - “enees 10 do thing,. In particular, we
ask the following question. What ~te the brinciples which relate 1Y g
sentence with a particular meaning ttered Ona particilar ecision by o
particular person to the meaning o the utterances and 2y the utterance
meaning with the effeet of the utteZinee on the heaver? By he effect of
the utterance we mean whether it convinees the hearer, cmbarasses bim,
causes him to reconsider his Zormer position, and the fike; what Anstin
called the “perlocutionary offect” of qn Ulterance - Tinportait as this
sceond part is to the total theory of conversidional competence, we will
not deal with it further and Wil Toens ot the relctionship between
sentence-meaning and utterancegptaning O, siabed i the form of o
Cquestion: MWhat are the principles that relate wlie we s toowhat we
mean?
What, then, do we e o by (b meamtig ob an ntiehanee? Althonad .
1 readize that what 1ans abont to wideess w i abtimaeeds hee shown 1o he
inadequate, T propose we bevin h_\ distipgnishing aans speaker.
meaning (the meaning st the sbeaker Tatends 1o conves o hearer,
~— meaning (the mcaning that the hegrer nnderstands the spraker te he cone
veving): and utterance-measing ithat pagt ot wrea Ko \h.m't‘l Iy
the hearer-menning). Fur our pufboses, S e il qeiine that hesrerns
alwayvs nnderstand what speakers intends that speaker hearer - utter
ance-meaning, We can divide utteranee meanini into two pdrts atter.
ance-foree and ntterance-atfect. By force o mnean how the aftergnee is
1o be tuken: as o promise. o requestsa clain o suggestion, of i aut of
congratulation- what Austin called an illoentionggy act) an aer one
performs in the utterance of waenten e, By dffect e nesoa hitt peysotad
opinion of the speaker is corveved o ther abont the hearer caense of dine
respect, scorn, contempt, frendshitn dispay, or pridei. ve ghout the it
tocutionary act being pertorined (Feluctance at hinini to refuse 10 do
something, pleased at being able o thank semeone, indifference iy diag,
“nosing an atlmen) Honrefforts iy this areit are uhn';;;'{u‘l{‘ accessful, we
will have a theory which can predict, for a nornid conversgtional inter.
action (where no speciid codes have heent esablished® that Mtterance.
meaning of a givensentence can be ueh-andsuchonby of cenain as.
sumptions are made abont the opeaker. the heiwrer, and the conver.
sitional context (the past conversational history, and chisred Lot o dee of
-the worldy. Or equivalenthy, for a ol converanional aeton, il we
know the speaker, thie hearer, and €ongext, We (_-ign_Dﬂ;ﬂ«;y«,}igﬁy,',uuuumw—/»
meaningfur tlascobatterance i Aty

Utterancesmeaning will (i‘u;,.\n‘i on o Variety of thing Obvioushy,
sentence-meaning will play a agbiojeant wile: the miore ditectty the
sentence-meaning specities the it ded foree and grtitade, the fess e
liance must be placed on conversational X)rin(-iplm. For example, the at.
terance of “Tt gives me wreat ploastire to dechare vou the winmer, Mr.
Jones”™ dircedy conveys the foree €5 g declieation and the attitude of
speaker-favor towards hoth the wct and the person- all thiy by virtue of
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might be accour. :2c for. i et b
relate to one anc-her; nor v ek
Let us consider ¢ .= of -hen Arore
requesting: askit. a wav . i
example,

Why are vou sioin
Whydos't vou oo of
Why aren’s vou wai
Vi hydo worta

the literal interpretatior of o
asking for areasonferw: o o "

however, also mav coun .o o o«
not sit there, to resign fre - .
a why question can func: - = .
1 will first discuss = -
marize them. Several prlimin
~indicated in the taxonor:y for st
do exist. The phrase “he v athmt:
one such idiom: part of -~ mzar
information that the spe..or i
Why questions are 1ot .
why as ambiguou  ne-- izl o
tion.
Second. ce: i osenc s
sermantic interpr- :ation corres:tT

to meet © ivpes o objectiw
tive ap rro. s, C ntral to

creledionship berwe: 4 sen once and

mee-fcree i Tunction of 1) -
identity “he speaker @

sworld; ar o shese fac
sles of conv st L

.atic approz.ch is . ore prom .
cever, to skow | r the varicu:
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these strateuic {or request
the overall ~he rv might ta:
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is that @ cirect Guestion:
-isnotdol | w mething. Eaeh.
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are relevar; . Fi- . we ha =
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ae phrase .. olve «emant.
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yms. There - no rew. = totre
i this “perzormativ- = inform

antically ambizuo.:  with
=ach of its uses. Th: tterar

of "The grass is «-een” mizht be . 0 o« ~wport in rerring Lo & pastoz..
situation, while more lik- srin s in refersing te the gualit of
some questiona: ‘e mariju.: . i convincing <~vicence fnat leo s
one to the conciusion tha: ¢l o are sernamticsil” ambiguois:
that such sentenices have o uazt  cuwding corrspondin. co the use as
a request, another reading spen to theuse i a quesizon, For our
purposes, why questions &:  nan . s (ignoring poss:hl - irrelev.nt
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mak:: . reqgaess But because peop: - oTten request by . -king why ques-
tions. -.in fact, nearly zlways intens way giaestions to count as requests
it doe.. not fcllov: that the high fre juency wse is associated necessaril

with a separace seznantic reading.

Firally, -ur account of relatin' a sentemce to its potential use wi.
take the forn: of asequence of steps: the starting point will be the literul
meanin g of the wentence, the end point the conveyed force, and the inte:-
mediate points will be utterance-inzerpretatinns as seer. from the heare:
cor equivalently the spreaker’s) point of view. and detecmined by zenezuw
rules of conversation af the sort we will suggest. Just as no one conternzic
seriousiv tha to determine the meaning of the sentence, “John v
believe-d to hzve been shot,” the hearer must “undo™ two passive trai:-
formatouns, to agent deletions, and so forth, so we are not claiming tha!
the he_rer eonsciouslv performs the analysis we present. What we &re
suggesting is that these levels of our account appear to reflect generaliza-

" ticns.

Qur account of why questions rests, in part, on the realization t=:f
the asking of questions in general sets up an implicature: that the spea: .-
actuall~ believes what would be conveyved by an assertion of the sazne
propos:tion as that expressedin the sentence but with a reversed polar:~.
In shor:, all questions are potentially rhetorizal questions. The follow =

- pairs illustrate a question and the corresponaing implicated assertion.

Why are they doing that?—They are doing that for no reasox
Should he leave now?—He should not leave now.

Must she come?—She must not (doesn’t have to) come.

\Will we arrive on time?—We won't arrive ontime.

Are we going to accept this?—\We aren't going to accept this.
Can he succeed in that?>—He can't succe=d in that.

The reason why a question should establish sach an implicature
obvious: If the question is worth asking, it is reasonable to infer that the
is some doubt in the mind of the speaker about the accuracy of the und
lving proposition. That is, *he speaker might just believe that the nega-..;
"version is actually the state of affairs. Grice (1967) provides an exam:.:
where one person ttters “Your wife is faithful " to a colleague on the str
—to have raised the issue at all is to suggest that there might be sozu:
reason to question her fidelity. . o

But the fact that the implicated assertion is present doesn’t assi~
that it will be attended to. What is required is that the question be aske=
in the context in which the hearer realizes that the speaker does n::
believe there to be an adequate justification for the gction which he
questioning (and analogousl_\'\for the other types of questions). Thus. if
were to ask my biweekly trash collector, “Why are you dumping tho:.
broken bags of garbage in my back vard?” he can reasonably infer fre-
the situation that I don't find any justification for this action and tha:
am ailowing him to focus on my implicated utterance: “You are doi:
that for no good reason.” -
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Ti nexts . nt . analvsisrestson wio ctobes ne o tenet of

humar = lor arce 't have an adequiat for. -+ ething,
theny he . do -+ Applving thisto -he .z at hamd, v+ hearer
can re. siz = the speaker is 7 :lli- 7 e that e thizes Tam
ceing “ais o oon cin g {0 o good reason. i @ int - That be thinks
tnatlshor 0+ 0 ¢ it soshett. hisopinoon. o« cme o dermed froms the
senterice Giis™ _ar -1 the sroees s cutlined, i heoth W
the curnp o - ome eft undefined) sense. & as i e
utter=d “He aens “link vou shwwlll be ¢ lag thos
vard. ~

stthispon - vemoved from - ae spr o st o wants
oknow there . nt . umeaction, so the hear: . 1= speaker
-0 be zonwvevi . s c.aion that the action du: 2 Such

wochis ustra-
act i which

interpretation. s direct.y or indire sty -
ton), can be: =d as a suggestion: an
the spezaker imuicat < te the nearer thar tho « -hat the
hearer should onsicer the me -its of tadertz -0 action.
So we might, : - thit soirt, sur -narize by sayis.. 2zt o onw s inter-
preted the spe__ker .. making . suggestior. to b

Sugzestio. s, hsvveer, are different fro- we L Sosgeoddons are
more like state nen of beliel.. while reque: stoome: s oo desires.

One can -han} the veaker for = suggestzon. ar. gnore it it the same
luxury de-es not reside with a request. How, then. is 0 tha @ suggestion,
whether -lirect or inferred, can be a request?

" The answer to this lies, T think, on an addition: . conzizion on the
context: suggestioz:s become - uests only if the ac-ior .adicaicd bears di-
rectly ozt the s; waker. The utterance. “Tsuggest ve i tazain.” could be
nterpret=d a u request (persiaps even an orde : 1or example. if the
-peaker sverc 171 a positiom of authority (the bos. . wud the "it” were a
rrucial repors cue from tae hearer: but not if the 7it” were an attempt at
.. reconciliatici betweer. the fearer ard his wife (undess. of course, the
.peaker—the ~ ss—felt ddirecty involved with the sitaatzan). Given that
~he hearer in v exar:pie has inferred thut the speaker believes he should
‘top threwing rash into his vard, and thie assumpticn o the hearer's part
chat this actior: directly affects the speaker, the hearer cam now infer that,
unless the act: -r. ceases, the speaker will do semething to bring about the
cessation. We might term this a principle of self-preservation. That some-
thing in this « _s¢ could o sist of a regizest. (3 could, of voursz, also con-
sist of the sp- ther hitting the trash collector ver the heac with a trash
can, but we - .n asstme ronviolent a <ion for the me:nent.) And, more-
over, the hezr r knows cactly what ill be <he corzen ! the request:
“Stop throw iy the trask i my vard At this poin:  the hearer is fuily
justified in ~svoking a hasic principl- of conversat- o which underlies
many case 1 indlirec spereh acts, the vineiple of I ienes

Gaves, potns o suggest ths contrary, wo never = further ut-
ter ~ve wooild be redundant. one can i v that the speaker
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. sed in Jamgzages such as” hai, Japam-f Chine - Co-.ch, Arabio, Tin-
_ish, and G-2rman. This ¢ rtmnh sugge .. the & 2oosn’t prove, that
\ere are sore general prm riples of conv sazior. = o derlie at | oast re-
testing i .anguage. If the pnncxpla c.omu the ine . have suzgested
_.In out to bre speech-zct sy wcific, then th s —te - thana lis :ing of
—ules for ez a1 illocutionany act. Qur prelimi nar - ints to the very
=oposite cemelusion.

Turni=g now to the ¢ ther part of the atter
rudes of th speak=r whick are conveyed— e« orovides us witin
sompe informmazion. The why-question of ~he xar [ur i ‘*:rely a polite waw
¢ r=questi z. 1 suspect the' reason lies w* the iv:tt :o the speaker b
zot said to stop throwing trash, nor e - suiifes Hrectly that the
azer stop throwing trusk buthe hasas: !l -2 -wws oror the action,
Sy doing tuss, he has presurnably giver ¢ ©.an opport.inity to
I '”J'natelv rejecct the tmplication and the reg . 2 withows tak‘mg
cn 2 defensive posturns: he hearer need ¢ v a - question directls
znd thereby der - the implicature whick was .- d o offering such «
‘zace-saving device to the hearer. whether »rnot 1o . ccer s it, the speaker
-=flects zn inter * to show respect for the inearer. wic:. is the esserice of
~hat it s to be ,olire. By asking “Coule you stop =mrewing trash in mn

2xGPT e rneaknrcoqu :ONVeY * e sarme furce cun winn a good deal ! tess
_aesse. and by asking “hast why are vou frowitmz rasi: in my yard?”
nEs o 1m1)0h“‘1v con-r=d a request to top the ._::tio." . And, b zski:
“Vhy don't yvou try tos op hrowmg trash . my . drT Fasked we
& suTcastic intonzational pattern) he might b intesrutec. as muakinz : very
notite, almest reluctant T *uest for the azoorto st

see- ezaning—ie atti-

The fact that our mreliminary exa--unation « < the strategics for re-.
raesting does indicate thet these stratwuzies for r+ i ueswng are.r.or lan-
guage-specific suggests. 1 hope, some mplicaticx for second language
acqisition. For if it is tke case that the s -uregies for 10w we use language
a~e in a sense part of the principles for . man irteraction, rising wbowve
caltural a4 languaze differences, the - e i of izarning @ second
lunguage ~ight be viewwed. as thy task © learcing how to fulfil wrategies

v have mhaster -, n Lo We rnight, then, view the

im Ly whic. they alm.
problen © second larzuage acquisizi. fror the perspective of asking:

what are o strategies which the Joar: o' gy o lec -ning how - do
things wi*  words?®
We :ooht, in & act, finc that som« o 42 =g in L. acculsition aruse

not from - 1zt usua. v has been c.J el interterence” in terms o)
syntactic.  rphole: al a1 1d HARLDLL rem buz becaust the
speakeri ingtc g - hiz maree language into
theone h..  earmumc 7 - exsr ole ) use the ab-

hreviated . ~mm "W oo stop e’ omvov e regie v, the German
speaker carnaot fiee et ‘ “Uarum nse 3t hier halzen
And finai wvebspin: tex: naterials which
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ion ol the abilivy cuoeonunericats of-
Vhye ot o learn

more closely mirror the acguist:
fectively rather than “cormeeth ™

cnoounade e U

effective thowzh incorrecs forrisuch o . Vo ince stu-
dents are goin to make mistas - A was o ALy T el el hent.

“effective” ones.

I want te _onclude f":}- act o e Lo e deck o egerivace e far
guage teaching ith ough1 Ianum lewrnis gt anad witi this lack. Tam
sure a lack of apwrcc-mm. (.f the i icuities and fmpre ot dities . The
reader willnotice that w:ch of the A Shove has Boen oresented in
a very hesitant way . breause iave Lrthe ¢ i idence in thyr - desamee. 1f
thev appear to be way cut « [besnds. nd o the st ‘dw a2 plication of
the system of conversational con preteee appedt o be i ©ant 1o the
study of second lanauage ac uisision cron: vither the researeh of teaching
perspective), then the res arch nres 1:'“‘. Vorcin s oo Iy linzuistic
curiosity. However. iz this tvpe of resvarel) IS, 0 @t least can be mace,
relevant to the field off second lanc SIESS learning. then tos b the cime to

begin a joint venture. Botl: the L st and secord l‘d.’lL” aers (o these
are really two different groups: can ~";::ud around and « v for a visit
from the other. mucl the vame oo an s he Tsraelis anc Ao bs Lhawve dis-

cizssed the Mideast s tuation. 1= e oother hand., the t growps can
engage ir. meaningful discussion e —ach o constrer b o tlememt, My
onily question, thougls, is "Wheze Pl mer”

In actual conversation, this deicization i vas e the norm.
Hearers often misuncierstand speisers, framples abs and. L he bodding
artist who utters to 1‘ w fernale corpeantor "Weald Lon lik to come up
and see my paintin " may intenc tho Lt ranee as i serten i ation to
dn()thnrﬁtnnn}~ ar- M witls & comaue o intoress, but ey b inzerpreted us
4 mech different invitation Or "Ity getsing late.” spob o to a hastes .,
mav reflect the §pLd1\L Feeomeem over the tardiness of a e T ain prest, bt
may be taken by the hostessas 4 con ant about the aber v of dinner,
And so on. There is no'ahso. ateomars el e give oocssion the

speaker’s intention and Mews servunde kv illoincies
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Recdiigarc ragmatics: Symbiosis

At on Catifornia

s

1. Feet Coen th sead world, including fa0ts chout how fangileme
isusec nthat vord . stood i some obvisus, but relatively anstudied, re-
lation - reading This: per tries to shed some light on thet relation, and
todew =he it peratwr within a particular model of reading.

Towrelamon is pemealarly important for "middle range readens.”
icec ;o plewoo have town students in reading clusses: people who may
hav = = —en evinosed to o any different approaches to reading teaching
oee b who Lunoread sizns, menus. driving license tests, and some ap-
plicat oas, b who can't “read.” Thev don't like to read. To hear them
react orally iv distressing and depressing. The enjoviment and information
ther ot froms reading s nonexistent or minimal. Middle rangers are
ide: “inable o public schools, universities, and in community education
pro crmms. I ere are special series of books designed for them, Thev know
a fer ~hings .ot the activity called reading and they can perform some
code - zreakin s casks. Thev know many facts about the real world and
how “anguag: . used init, But thev act as if the two kinds of knowing arc
not redated. 7 ids paper makes more specific the kinds of problems a
midc.» rang- encounters. in reading, but extensions to other tvpes of

) . .

reads s shon. ot be impossible. .
Thoerearet oo e al back ronad micrmanon reeded for the reed s g T

Froosin ronver.e ooabont the pragmatios of natural Lanagniage, fefliw e students

1

it Bpgobrs fros o femen temtmaiinibde for tlee theaighite daguensc bese anrethan oooadent
fram the citatic seccnd, the paper sas preparesd covenad veans aeo and the uneer
wanding of racs tcschae advanced convdorabiy o ws fur oo cor ot v dinrenions
that worcbaopt bbb changethe wrgan ratnae O pageer
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Splis arer other particivants. the o class wr dstatus -
lation: thep As.and the purpose aro b stent involv diin the
aatior: The fol ~oan evample: '
Can . . thesalt? ,
The contens, o Hmzuistic usage of the ternn, determines whether
this is agquestion alnsed At reaping o certain picee of information or a re-

Guest aimed at geting the salt moved tovard the utterer I the fol-

lowing. conteat means these facts that miluence language use in particu-
lar situations. even where the understanding of the individual words and
structures is obvious

5.0 The examples of reading and pragmaties given below have been
chosen specifically because of their relevance to the middle range readers
whao knaw abeut varions deceding skills but who haven’t gone bevond a
plateau of patching ogether enongh reading to get through the driver's
exam. Something © cep in mind A that many of these middle rangers
vnjov (and dowell . reading congic books and instructions for hair fixing
preparations and ¢ suretor rebuilding, In bath the comics and the in- |
structions. eapectas os and cues related to the context in which the
language is set ure . ailable from ather verbal sowrces. Pictorial repre-
sentatives of the sito tions give a big boost to the expectations and cues
needed in the reading guessing game. However. the kind of reading ma-
terial wsuallv encountered 1 the school situation doesn't have as much
nonverbal information. There are four wavsin which language in context
can be partienladdy problematic for middle range readers. I have labeled
them as follow.

1L G
» - ‘: xt*(
L

3. S(;;.l.‘.

4 Conra

5.1 The Goooio bvious eutcome of the big difference in the way

the middle ranvers . talk and the way they read. As they reed the few
sight words thew © rol and sound out amalgams for other words. a
listener can transe o sentences and paragraphs. Their talk can be re.

corded. transeribe .. and then tvped as sentences and paragraphs. The

differences betwed:, the two tvpes of transeriptions are painfully clear,
The readinyg is slow. segmented, and filled with pauses and recasting of
words and phrases. While the differences are clear to anyvone listening to
the two sets, the similarities between language used in real life and lan-
guage as read may not be clear enough to middle range readers. That is,
those facts about language use which thev know and use in their speaking
mayv be necessary for reading a passage but never recognized by the
reader. This is the gap. 1f the middie rangers do not understand that there
are certain similarities between language use in reading passages and lan-
guage use in speech. they have a problem. How can they channel their
expectations and efficiently choose the cues that will allow them to read?

’ Tt -
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This notion is 1.0t far remos

sound correspon:icnices orsigh ..

also part of whaut is behind @ o
criteria, still used (at least infor
One who yeads with expressior
guage heis reading is, in fact, li,

Following are some exampl
accessible in speech, that are at
reading. These are itemis that o
rangers but which one might no:
are key lines from passages.

In the first example, the ste -

e notion of estat lishing lette -
-ponses in beginning reading, b
o erated Treacing wita expressior
s an evaluation of veading abilit .
wing as if b knows that the o -

aguage use knowledye, conmumoni:
wlpful and perhaps necessary for
ohably well-known to all middle
wznize in his reading. The examples

i.as barely opened. A mother and her

adolescent son are the only parucipants. The mother has just asked her
son what happened to the missing morning newspaper. The son answers

with:

(1) "You're always criticizing me. Suppose . . "

A reader who is willing to apply his knowledge about the use of
sentences with criticize will know that (2) below is nore expected as a
continuation of (1) than (3) is, and the selection of cues to confirm the ex-
pectation can be made on a imore officient basis. .

(2) (Suppose) I took it &

(3) (Suppose) Dante tod

Sentence 3 would be more expec-

was a sentence like 4.

(4) "Yeure always accr.

; - 1 -
Charles Fill: iore studied wes
““can oceur in sentonees of the tvpe

thimg which can take responsi’
Criticize correlates with situas
did, or is responsible for, Y anc.
act is bad. Using this informa:
that the material following "Su;
why the act shouldn't be consid.
of Y. ori .he other hand. correl.
assumes “he.act (Y) is bad but th.
one res;onsible for it. Using this
pectaticn that the material folle-
the lac: of responsibility.. héne
blames sumeone else. ,

« Many middle rapgeread.
their conversations, but th
knowledge and reading.
part in the expectations an:

"However, a teaching ‘pre G

Griffin

.

ld look for a job!,
i George?

g el Suppese. 7

oo aceuse .o eriticize. Both words
Prep. . where X is a * ~1son or

aid Yis ar event or acr o1 state.
wre everyore just assume  that X

ae o al point beiny made is that Y, the

wentence (1 vields an expectation
ill be direczed toward explaining
to wit, seo' nee (2). Accuge X
-ituations ~ nere kyervone just

- int being z.ade is that X is the
on in example (4) vields an ex-
spose” will focus on explaining
setion with sentence (3) which

'

Cuse wee riticize perfectly well in
oy furm . weern conversational use
theit  onversational use play a

1 s0 i ortant insskilled reading.

o would et scaders to focus en

e
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individual words like accuse and criticize and to dredge out all that can
be dredged is not the answer. The real problem is this gap between’con-
versational use and what one finds in a reading passage. Treating the
symptom (these particular words) is only of marginal benefit. In some
cages, the task is pretty much impossible, anyhow. . -
The next set of examples illustrates that the conversational use of a
term is not discrcte enough to isolate and treat. A bet is an action that is
accomplished by using the word bet. It's one of a class of words whose
utterace is the act (christen, order, ask) in certain situations. Middle
range readers use bet in conversations, yet passages (5) and (6) below ean
N be problematic when met in reading. In (5), the first use of bet can func-
tion as the makiig of a bet. But the response functions as the refusal of a
bet or as an agreement. o

(5) "I bet you five dollars I can elimb that pole.”
"I bet you can.”
Putting a negative on'can would have made the bet g0 through and |+ .
speakers would be committed to a bet. In (5), however, the bet i
finishad.. A reader using hiis knowledge from conversation would leok |
see whether the bet was taken. Even though itrturns out it wasn™. 3¢
conversational use knowledge ul\)out bet will cover the situatiop. Look at:
(6) where bet is used simply as athagreeinent, as Jerry Sadock hés noziced.

[

(6) "You just don’t know. The homework this guy f;vbivcs ui just

too much.” o
“I bet it is!”
. " The middle range reader who is not applying conversational use kmov. -

edge to reading encounters problems in comprehending (5). As he pzn-
fully decodes two instances of “T bet” from two different speakers i che
passage he may cor:lude that a bet has, been made and expect to rew
something about the outcome. Dredging out the meaning of bet could
lead the middic rar:zer down a blind alley. What is needed is the connec-
tion between what ‘me'does when talking and what one encounters when
réading.
The last example about the gap problem comes from nosficr-n,
nondialogue materials. » :
(7) The colonists in Massachusetts were angry to learn o @
the dew tax on tea! .
A comprehension question on this might be: “What made the citizen  of
. Massachusetts angry?” The real answer his to be “The new tea tax.” An
~ answer from someone who had a gap between reading and convvsa-
" tional use might be: “To learn or learning about the new tea tax.” [iom
Larkin has studied sentences like (7). There-are'a number of cases w. re
infinitives appear in this way. For éxample, the sentence,

I was sorry to hear you were sick. '
can have two readings. One occurs where thie speaker is sorry he heard
142
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about it becausc he is particulariy parsimonious and hearing about it
meant he was obligated to spend money and send flower:. The other
reading accounts for the nmiore usnal re ldm;,, where the sorrow is about
the sickness and the “to hear” functions differently. This last account is
what is needed for (7). Middle rangers use this “skipped infinitive” in con-
wversation, they even make jokes based on some inappropriate nsages. Yet,

once agai f‘;he gap produces answers that are wrong and that may indi-

chte lack of comprehension.

5.2 The second kind of problem is one that I've cmled static. Even if
you want to bridge the gap, there are clements in reading passages that
cause interference. There are gertain locutions that one never uses in
speaking and never uses in writing for adults; that turn up in books for
children. Early primers exhibit many such examples. And any teacher is

. able to supply more examples in this category.

‘ Adults can recognize the oddity of these passages; they can recognize

2 strange kind of language that makes the book read like a child’s book.

Many of the examples seem to be cases of syntactic (¢rammatical)
formality, for example:

1. No contractions:
“"He will” not “He'll”
“She i not bad” for “Ske's not ¢
or "She isn't bad.”

2. Full clauses in comparatives:
“Mary candrive as well us Feter L ndrive.”
“He is taller than any boy 5 - - ass is.”

3. Therise of “will” as future ruther =7 n “goir < to

4. I 1o sentences for conjunct

"j.'/hrz wants-to. ledrn how t¢ veand «le: .uls to learn
Lova todrive 2lso.” for “John . ats to learn b to drive and
s aoes Peter.”

Even thizse cases which seem to be syntact.c in nature prc -nt a problem
that has some pragmatic considerations. We coulel. ')Crh;ig ... say that the
books simply nse a more formal style of laz. zuage .50 is found in every-
day conversation. But if we'look closclv at the fac ., it turns out that this

~isn't really truc. Different styles of language correiate with aspects of the
situation: the characters, the topics, the settings. Many books for children
purposefully use situations that mirror those that the children experience

. in their everyday lives—situations which do’not call for this more formal
style'of language. The children are asked, on the one hand, to relate the
language to a very rare and special style and on' the other hand o relate
the situation to common everyday events. The following passage taken
from Charniak (1972) shows this quite well.. In the story, a child named
Jack has some paints and his sister Janet has some pencils. But ]anet warnts
the pamts “ :

A 1_4.3
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JJonetsaid to herself, 1 want the paints.”
Juck began to paint a picture of ared airpiane.
Janet went to look at it.
“Those paints m.uke your airplane lovk funny.” she said.
“wou could make a good picture of a red airplane with these
peneils. Twill let vou have the peneils. 1 vill take the paints.”
The children who are reading are supposed to relate to the real tife situa-
»  tion that wanting something triggers; that is, it triggers a strategy for get-
© ting what is whnted, showing that one of the pesible ways to get some-
thing is to trade. Furthermore, they have to app- their real life knowl-
edge that 2 trade can be made if the other per . has a “swanting” for
what you have to trade. I don’t doubt that c.ildren know and e
strategics i r getting thinge and for trading The problem is in the last two
sentences, which in normi. contersatizny would probably be only one
seateree wizh the “will” contrae ed; "I 22 vou have the pencils.and 1
tuketwpen s." The ehildren - veto secept the -ituation as familiar and
the lengu e as strange, Thet o statie.

A puzzeoalar kind of reading mazzrial strategy aceounts for another
example tatic. These meading matesials use & controlled vocabulary
and conmel o sentence soructure, but e most outstanding and notice-

able ' srae aithe repetitieness a0 ez . As mentiened above, brevity
is an . ~mertat principie of langus - use When the principle is ignored,
whe: o -ud G long time savi oncething that could be said more
bric:  “mer che person in conv'  ion with you has two possible re-
spon . i ¢ ovou aren't follon the rules at all (vou aren't really

- nsing iai suise) or wou mean sorier g special by thic temporary break-
ing - oore o the rules, For exeiapl recall the passage in Shakespeare's
Juliv . Caesas cheye Marc Antheny ks about honorable men. The vio-
latio  of the * -evity principle in thi lay is an artistic tour de force. The
repes ‘ivenes: suppeorts the ironieal aterpretation of the passage. Un-
forti. .ately, t ae repetitiveness found 1 those controlled reading texts isn’t
artiv . 1f the reader uses his conver ation.] knowledge and searches for
whio eould @ ossibly be meant by t s blcant disregard of the brevity
princple, boosearel will be unrev vded. He has to take the first re-
sporr ~—the ok st following the  les ar all, the book isn't really using
lan:. age. ' B

. finn example of statie’ concerns violating the language use
principle of - <levance. Consider sentences like the following:
Mary, who wears green and blue polka-dotted sweaters with
oracze and purple shoes, applied to the fashion design school .
toduy. . B
The relative (or adjzetive) clause about the sweaters and the shoes gives
information: that seems’irrelevant to the idea that Mary applied to school.
But this apparen: +iolation of the relevance principle means something
special—that the - jcaker is giving ar opinion about the badness of Mary's
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taste an< incongruity of such a person . pplying to a fashion desigr Sclrool,
In reading passages in children’s texthools, irrelevarcies tend to rernain
just that: violations of the prineiple of elevance. For example, look at this
Ssenterice:
\Sir Francis Drake, wzom vo : migat remember, beezme one of
the first to adopt th™ e fashion.

Here the adjective clause violates the srinciple or relevan.ce but, again,
nothing is meant by it. In contrast t normal langnage use it is simply a
rule violation, empty of any decpe: ignificance. (This and the last ex-
ample of static were collected br Jer- Sadock.) Adult readers unused to
dealing with static filled passages te:d to misread the commu fter re-
member and expect another verb afte: feshion.

" The last example involves one ir-elevant wor.i w whose irrelevan: e is
emphasized because it is also stylisticz v discordan- .

Hakluyt made one of the mest impressis  journeys in the h: ory
of the whole world.
Unless we've been reading too ny h readin. bool materiad, we'll
recognize the oddity of the word wwho: in that ser ence.
Both the principle of brevity ar  the prir. - le of relevance are in-
cluded under the rubric of the Canpe.ative Pric. . le.
“Itseems that some reading mateals for ci. ren are uncooperative,
not only in terms of the principles of |. .nguage w:: nut, also, in terms of al-
lowing and encouraging the reader t¢ use his kn: =vledge of language use
in his reading. This gives static tc. tl: > reader, t+ say nothing of what it
gives to the teacher encourdging <he student to . ridge the gap otween
what he does when reading and what he does whin conversing. '
- 5.3 The third way in which language usc facts can affect middle
range readers is to cause them to stall. Skilled readers can pick —:p facts
that conform to language use and know, or at lew -t suspect, some picces of
information hefore the information is stated on-right in the text. Skilled
readers can get a head start or the information  Readers who «ren't re-
lating the rcading passage to facts they know ab.t l‘mgu.xgo use get left
behind. Look again at the reading passage on Jart and Ja.k Suonose the
next paragraph was as follows:
“Oh Janet, My airplane looks good. You're: just saving that v 7
trade yoiz my paints for your pencils!”™ Jack langhed.
Skilled readers wii. already know most of the infermation in that para-
graph. They will have recognized before they get to it that a trade was
beinz offered and that the description Janet gave of Jack's drawing was
more 3 strategy forthetrade-than-a-truthful-deseription-Butsome-nrddle————-—
range readers who don’t connect ‘their knowlegdge from life with their
reading will have missed it in the first passage and they'll have to treat
Jack’s answer as though many new pieces of information were bemg_, pre- _
sented The only really new.information, is-that Jack-is-onto Janet's game, . e
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about the world according to the book ¢o not mateh facts whimt

Ld v
Another example ¢ hints being dre pped before a i

W ranger
would pick them up cores from various investisations ol hors 1aple get
other people to do thines. Suppose @ enaracier in a sten 1-of the

following:

1. Open that door, right now.

2. Can vou open the.t door, please?

3. Wonld you mind opening that door?

.

4. Its terribly warne in here with that door closgd et

The action of the story could move along i the same sreet o atter
which of these is used. But the reader who is using Lis Lasnoage use
knowledge wets wore information than one whe ko't cosing that
knowledge: he has some Idea about the powe: relation Brorween the
character saving the sentence and his addressee. The n.iddla rawe reader
stabls again. ' } . i ’ '

Reeently, a populat magazine had a storg in wiich the watas ard
familiarity refations between the tvo main characters were yportant.

“The author chose touse facts about larsnage nse o display te - defations

rather than use descriptive prose. The tory was set i a Spanish peuking
milieu and the main characters were an adolescent be v of the - per class
and a grown man of a lower class. The plot concerr.ed their tamilivrity
and the loss of it. The Spanish fanguage has a good wan of projecting tis:
The personal pronoun system has markers not only for singniar or phizaly
masculine, feminine, or nevter; and first, second. or third person (as Foag-
lish is limited to): but, also. for the relative power and familiarity-ot the
speaker to the person referred to. Since the magazine that had the storv is
an English language one. it had to do the best it could with English.
When the story opens and the boy is thought of as close <ad as just a boy
by the grown man from he lower class, the man addzesses the boy as
“thot.” At the story’s end. with tumilizrity .nd childhoc e e man
addresses the boy as “vou. " It doesn’t zeall. work in Fonglish «i - his potnt
in history. but the author and the macazit - tried to foree it to. someone
who knows abont languasc usase in Spanis: |, or an carlier vessic 1ot Fng-
lish, world have a head starts bt middle s oy readers ey o whu
are native Spanish speakess but who don™ relate reading Sad annage
use) may well miss this and stall again.

5.4 The foiirth tepe of problem that ot using pragmat b wledge
can cause for a'reader is what Teall ecnflic . There is confliotwicen facts
the
world according to the reader. Skilled readers reading good writrne will
suspend their disbelief and et into the world of the author. Butsome

writing in reading books ise T all that zood TUdoesn T deserve STIS[FTISTON
of dishelief. Tn addition, that's just ane et task that middic rang seaders
will have to accomplish while they haven™ caughton to others, Tere arp

series of reading books specifically prepas «d to be closer to the v rld of

adolescents==particularly trbun. miinort . group “adotescents: Voany of
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‘

the sturics in these books are less of a problens for middle runge readers,
Few of them, however, contain articles that deal with the really heavy
issues or w nh current styles of entertainment, There are some réasons for
these omissions. Schools are traditionally charped with establishing and
upholding the inares of the society, s well as with teaching reading, so a
series of pro and con essayvs on dengs. abortion, or contraceptions would by
hard to et past most school boards to say nothing of stories of the jovs
found in some i the less approved adolescent purauits, Also, fads are
ransient while Books are more permanent. Using magazines solves some
but not all of the conflict problem.

A specific problem nf u)nﬂl(l involves certain locutions called
"indlrcq?u.tx of assertion.”™ To get a reader into the world of his story, an
author often miakes use of these devices. In didlopue or in deseriptive pas-
sazes, he uses a sentence which depends upon the reader believing some.
thing that haso’t been said ontright. This deviee is also used in conversa-
tion, for example: : '

The man who is standing behind vou with o wun-- don’t look! -
will shoot vou if vou turn around. '

Under ordinary circumstances, information i these kinds of relative (or
adjective; clauses is presumed to be Known, to be old information. For
example,

The wirl hat T met yesterday-speaks tendangpages,

The relative clause is italicized. Tt is prvsunu-d the addressee knows
the speakes met someone yesterday, However, in some cases, this struc-
ture is used to indirectly assert something. In the sentence about the man
with. the gun, the speaker is doing just that. Commerciils on television do
a sirilar thing: "Aren’t vou glad you use X? DDon’t veu wish evervbody:
did>" For that glad sentence to work, the speaker presumes that the ad-
dressee uses Xo (For example, if Tsaid to o person in Washington, D, €.,
“Aren't voir glad vou're in Alaska right now?” 1T wounld have to be kidding
or +pzaking ironically becanse the question, i meant literally, presumes
the cddressee is in Aluska .y Certainly, middle range readens come seros
indi-ect assertions and they nse them in their evervday life. Part of the
prabiem mas be the particular devices authors use to make such indirect
assertions bis the real problem is that getting into the author’s world, re-
solving the conflict between the worlds, may be problent enough without
having to deal with an indireet presentation of the world of the bouk.

«“\-\ a final puint about the dt:;,rcc nf ululmrulc klu)\vh (l;,c r(qum'd to

(,hd!'nldl\ i l‘).-.‘)(i) who works in .'1rnf|cm! mlclll;,cncc. (,h.lrnmL wats in-
vestigating the comprehension of children’s steries and he found vou need
quite a bit of knowledge to tie the parts of a story together. Here are some
s with a_piggy bank. While

mppon i vour real world was

youre re: uhm_, try to imagine wh; it woule

| | T
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progrims which spend much tme and effort on teacking sonnds rather

than sound - letter correspondences. A

6.1 The first sugpestion involves adjusting the dingnostic technigue
involving comprehemsion questions. Askh comprehetinon questiony ton
earlyy ask them before the pasage i finished. Ak a question whese
answer has been binted at bt not stated ontnght, yets Then pay at-
tention to the answer - not just attention to whether the answer i right or

“wrong, but the kind of detailed attention that allows sou to understand

what the student answers and figure out what led liim to that answer, His
answers may show he is miawing some cnes and that he does so con-
sisteéntly If the student isn't pickang up on funginage use cees, absenve o
see i he can pick them up when he bears o conversation that tes them.
Further test to sev if he picks them ap in a conversation in which he i in-
volved. Obsesve his normal intersction with peers and notice whether he
uses the structure that carries the cue when he s trving to communicaty.

If he never ises the relevant langoage use coe, you have u conflict
problemn: be needs some materials closer to hiim and orsome help in deal
ing with the world wauined by the story. 1f he nses the structare in oral

*fanguage but not in reading then the problem is u gap, static, or stalling.

If other comprehension questions show that he picks up the notion further
alang in the reading passages, then it's a stall problem. Encouraging wild
guesses is a good ploy herel 1f the material being read ivolves unusual
language that viojates the prineiples of cooperative convensation, the
problem may be static and having the student deal with more cooperative
reading passages should show 1 A suitable approach would be to grade
the material the student is to read and let him gradually approach
those with the most static. If vous guistioning and answer afalvzing sug-
gest that the student isn't getting any wage cues at all inany reading ma-
terial, then the problem b a gap.

6.2 For a gap probiem, von have 13 convinee the middle range
readers that reading passeges are really kanguage, The remaining five and.
a half what-to-do's are aids in convincing theai, so the second suggestion
is to read to them for forty-five minutes, three times o week, What iy read
should be something the reading teacher likes tr read and panticulerly
likes ta read to this andience. This shonld not be charactenzed by stumb-
ling, mumbling hesitations but should be a prepared vral reading. If the
material and the presentation are good, it will be hard to ignore the fact
that readiny is lanwaage. I the students et tired, of hearing the teacher
read’, ask a raspected community inember (whao is a skitled readery to read
to them, '

6.3 Suggzestion three 1s W use comic books and other materials that

support the verbial input with pictires and diagrams. A lot of the cues
that language use gives are repeated in other aspects of the sttsation;

facial expression, body posture, clothing, and background setting. These

materials shauldn't be seen as ghmmicks to be ted onee or twice, butas a
planned and reeukiar part of a long term program. You might be surprised
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to find out many things abouwt comsic nmu m s come histog s fromn thn

students, There is a case of a VOGN R wine s codmide :mi g ey

reader hut who conld 1oob st puge of padated fraines frone g ovaivte of

comic strips and compare and contrast thems onweverad planes; O rdentdy
the inker, the drawer, the letterer nid the whea ean, and S0 mne o b
histary of vach prrson’s ¢ Z’i-‘}{ill")-‘vl) T Ormes, G U prarticniar st
wndd to the strips he had worked oo before and witer His aeaitey weren's
much differeat from what cther stadenae did n a literary enbicres conre
exeept, of course, the ather studens skalb bad been towht and were aeas
demicalh valued, whereas his bad beerd subneet o squeicliang e kol
windd haadd pever-betore been '"rwf""(i 1 an deadenic wt!m‘.'

6.4 Sugeestion fous b detectine \[w::! Al Gnaatetioy ated to e
the movie, The Sting cAv o contesdsd addier, P Tt alungt !?m e
whole idea of reading o mvatery ot beat mc' ook o the wolution A
your funnliarity wath the dente imereases, s dors sonr desire o pack up
on the stallest suppreation of cbre o the conteat, i the language uwd. Wi
the Linguage avorded . A these cnes hecame résile rnportant. Beadding or
witching myatenies i proug mereases the desire and abality 1o 2ot e,
Besides, physical education o e concentrating o “Bictune” sparts
fennis and goll mstead of proanad balding and deam sportg, soowhiv
can't reading du scme hte tie scars? Aguin, mystenes shosldn't be used
only as an veensional genoncek b shonld be used 1 a regulas ) ssstematie
program, '

6.5 Saguestion Bve is toode o good andd thoraugh jeb of preparation
for reading assignment-. Beveersber the prey bankd idiscard the idea of a
five or ten minute preparation o the cad of the clase. Convider carefully
the reading passage te be avamed, beeome aware of the hidden as
semptions it orequires, and oboe vonr stdents ummu. m.u;um'a«m and
time tomullit over so they -l be prepured to sead it

6.6 Suggestion iy 1t constder snne latgirage expenence based
work. Mot ni’tm avalable wdarmation on thi approa hoie oy begineg
réuding and for verv vowme sudents For oglie rengers, the onn crpt
nwd\ soime extemsion There s niacazine called Foa sedited by Fliiot
Wiggintan of Rabin Gap, Coorgia. The idea belumddt vaggests i way o
we the finguage experience approach. prn.xmbl\ with widdle Fitfgen.

Have thegtudents talk 16 members of their communitfes: have them use:

alw-ru(nrdrrs to interview people to find aat about the history, culbture,
art, \uh’m\ religion supenstitions, and comerce of the grl.uv: Have the
interviews’ transeribed, preserving the language (not © “Hxing” the vocab.

ulany or the grammar), then e (\puu:mx of these transeripts fof vour
readling materinl. The muateriad will xmlndc fiction, critical essavs, how-to
CSSEVS, bmgmphum and eversthing vhurgiverage anthology uw!udm As
the work progresses, somie of the students will be alle to tramwnbv umi
typeseript. The falloat valin- of thiskind of pm;wt to the copmunity iy’
obvivus.. Less oln jous, but’ ceallyy Awduabide, are the changes in the aui-

tudes and felitidiis lw wern the youth kmp;;; and the older community
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iteat of this

speaking is

this reawn, bowant vooapend e dittle tine discusings
Frhnoereptn con b vieaed hoth theoreticalls . as a cone
cronolor wird mcthedolomicall L as oo way of doing ré-
aphn i thet branch of anthropoloas which has to do with

e tay people live in partendar communities. Thus,
of she Navayor of the Sioux: of American Blacks: of

L Tevas: or of hivh wehion! teachers in Chicago. Tradi-
vt ethuographios decoribe general patterny in the way of life of a

(]
Jeo wibsivtene, dress, child-rearing. religions, and world

views, Ironicall traditional ethinographies tended nof to dead with lan-

defined 10 as “what one
wr connunnity . Method-

adral

; ;
alont the cotcepd

. i. 1, N . . vy . :
HIRSCRIMEE SHFLUNE SFUES st along

clomcdy . ethnograpia offers o owny of doing research- - participant-
chrersation, Thie cornisis of Bving inoa conannnity as both participant
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and observer; discovering and deseribing by means of a4 careful. intense
study of face to face interaction. just what one needs to know in order to

get along. The societies studied l:\ this method have usually been small.

relatively homogeneous. and relatively simple from a tcchno logical point
of view. But recently. ethnographic a L.I)pxodﬂh(_‘\ have been used in ldrs_c
urban communities. ard there is no reason why they cannot be. thus

complementing the large survey ap e rouch v hich is e @ characterivtic of
sociology. ’

Ettr araphy of speakng has -« what one needs to know in
grder to ¢ along linguistizally (v ro_1te speech) in a particular
communrit . This involves the rule. @ grun mar (phonole gy, syntax. se-

mantics® o, whatever languzges are: - community. But grammar
as usualiv ¢ oneeived is but a small; 2ot of ling dstic competence, especidl-
ivif this o mpetence i view od as -;uking Ompetenceor, to use an in-
creasingly popular, term. oo mmuricstive competence. Thus one has to
know when to talk. when to be silent, anc how much to talk. One has to

~know when and how to be fluent, glib. or exaggerated in speech and

when ‘and how to be curt. abbreviated. to the point. Or how to talk to
yOur parents. your boss. vour closest friend. vour lover. a baby, someone
vou've never seen before, Every community has rules for how to greet,
take leave. converse. be polite. agree. dis. gree. show thanks, insult. And
evervone learns attitudes toward languages: one’s own, the standard of
the community. and the wayvs of speaking of the less privileged members:
of the community, ’
These are some of the things with which the ethnoegraphy of ,peak'n;,
is concerned. 1 want to stress that none of these can be understood by
looking at language alone, abstracted from any context. Rather, serious
attention must be paid to social and cultural factors as theyv relate/to
speech. It is these (whatI am calling bere ethnographic) factors which
underlie and provide the basis {7 an undcr standing of speaking patterns.
Some of these patterns may be universal. especially if studied at a tery
abstract level; but, often, patterns of speaking vary froni group to’ group
and society to society. Perhaps the most important contribution the
et]mogrdph\ of speaking can make to educators is the fact of socigl and
cultural diversitv in patterns of speaking, diversity which often exists
within a single society {especially a complex one such as ours). /I will
return to this question of diversity in patterns of speaking when I 'discuss
specific examples, « . o
Before presenting examples. however, T want to sketch, l)?icf]\' the
basic principles of the etiuog ,xph, of spcal\mg_‘ as an approac] \nthm
sociolinguistics. . ! .

t e B .

1. GROUP OR COMMUXITY AS BASIC. T

The ethhography of spcdl\mq like all socmlm;\mstlc [ assumes a,
heterogencous specch community. That is. it assumes that v(.xthfn single
communities. in which individuals interact and communicate with one

AY
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‘another, there are different wavs of speaking. It is the task of the

ethnography of speaking to explain these different wavs of speaking
ethonographically: i.e.. to explain what social and cultural meanings are
involved in selecting one wav of spesking rather than another. Another
wav of looking at this matter is by noting that any group of speakers—
several individuals, a network ¢f individuals, or an entire community —

“has at its disposal many ways of saving the same thing, Take the idea,

“Tohn was opening the door.” It can be said in the active form. “John was
P

- opening the door.” Or the passive form. "The door was being opened by

John.” In a ioud voice. "JoHN Was OPENING THE DOOR.™ or in a soft voice.
“John was opening the door.” In clearly enunciated speech. “John was
opening the door.” Orin fast speech with many pronunciation simpli-
fications, “Johnwasopeninthedo.” Or, perhaps. in English or in Spanish,

“Juan abria la puerta.” The chaices here are not randoni: nor are they.”

purely linguistic in the serse of referring to different things in the world
(the difference between “John was opening the door™ and “John was
opening the window™). Rather they depend on such matters as: Where
are the speakers? Who are thev? What knowledge do they share? What is
the purpose of the message? What came before it and what will come
after it? -

It is important to recognize that no amount of looking at linguistic
forms in isolation from ethnographic cont: st will explain their usage. One
of the first insights a cross-cultural and «ti.nographic perspective provides
is that the same sociocultural meaning is often expressed in a variety of
ways, from seemingly large and overt linguistic forms to very slight and
subtle forms. Thus the difference between formal and informal and the

_related out group/in group distinction is probably a sociolinguistic uni-

versal in that it is linguistically expressed in every community. Yet the

‘wav. it is expressed varies greatly from place to place. In our societ¥it

often invclves a slight pronunciation modification: for example, from ing
to in in words like “working” and “running.” But it might involve a whole
language change. from English to Spanish, in communities which have
both of these languages at their disposal. In France and other countries of
Western Europe, it involves a switch from one second person pronoun to
another—from vous to tu. Itis only by looking at these linguistic forms i
ethnographic context that we can understand them.

Now the formal/informal distinction is only one type of sociocultural
meaning to lock for. There are many others. Some, like this onc, are per-
haps universal. But there are many which are specific to particular
groups of speakers, communities. or societies. Much more research is
needed in order to determine the types of sociccultural meanings that are
expressed in speech and how they are expressed.

Ethnography of speaking approaches the question of speech com-
munity in a way quite similar to the way anthropologists deal with
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ecology . For anthrepologists, ecology is the study of the relationship be-
tween man and his environment, the study of the wavs in which com-

munitizs exploit the resources available to them for particular social and

cultural purposes. In ethnography of speaking. the resources are linguistic
—the ways of speaking available to members of the community, Speakers
draw on these resources, exploit them, and adapt them to new situations.
A speech community can be viewed as a group of individuals who share

. basic rules for production and interpretation of ways of speaking. Viewed

this way, individuals typically live in and have to learn to orient them-
selves to several gverlapping speech communities (i.e., the Harlem black
speech community, the United States black speech community, the New
York City speech community, the United States speech community),
Conflicts can and of course do arise because of misunderstandings be- -
tween interactants orienting themselves toward different speech com-
rnities. Tt is crucial that teachers of minority groups understand the
potential for and the causes of such misunderstandings.

2. RULES FOR SPEAKING

One basic task of the ethnography of speaking, and one which recent
research has focused on, is the description of rules for speaking. The vnits
of description are those appropriate to the communicative activities of the
comununity: speech acts such as greetings, leave-takings, signs of
agreement or disagreement, promises, threats; speech ecents such as con-
versations, jokes, speeches; speech situations such as cocktail partics,
church services, street corner gatherings. The important point is that the
structure of these speech acts, events, and situations is usually extremely
complicated. It cannot be assumed to be in any way simple. Research by
ethnographers of speaking is just beginning to show how complicated
such structure can be. It is, of course, important for educato?s of students
belonging to communities with different patterns of speaking to have an
understanding of the nature of these patterns. '

In order to describe rules for speaking, cthnographers of speaking
analyze speech in terms of a number of com_ onents.

- Setting: Where and when does the speaking occur?
Farticipants: \WWho are the speaker, hearer, audience? How are
they related? What is their social status-—male, female, baby,
superior, inferior? '

Linguistic variety: What language and stvle is used? What non- .
verbal modes of communaication are used?.
Purpose: What is the aim of the event—to convinee, put down,
cajole? ‘
These are exampies.of the kinds of components that must be taken into
consideration in the analysis of speaking ruies. Others mav be needed, de-
pending on the event and the communiiy. '
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3. CROSS-CULTURAL PERSPECTIVL

Pru

_DOue of the raajor contributions of the e Sinocraphy of soeaking, lke
all of anthropolome, has been to stress eross-cultizral differerces. Tti= of
course, by Tooking at persors radically different ron: omrselves that we
are struck most by the relevance of the ethnograplic perspeetive Iam ad-
vocating here. Thes, learsing wbont the people of the Nerthwest
Amazon. who speak nine. ten. or more nwuades well and who keep
learning new ones ceven as adults, uppur:-ntl_x iainly in order to regulate
marriages), forees us to rethink the natare of tanguawe learuing and the
functions of maltilingualism. But cultural ditferences exist within our
own society and these are perhaps the most relevant to cur discussion.
The uses and functions of silence amonyg Apaches and other American
Indian groups are quite different from those of w Lite niiddle-class Anglos.
Yet. there are certain similarities and overleps and thus, potential tor mis-
understanding and conflict. With regard to reading and writing. vth-
nographers have traditionally studicd prediterate societies. But there are
refatively few such societies today. And one major contribution the
ethnography of spesking can make in this arca s to point out that the
simple dichotomy . preliterate literate. is a false one. There are many
kinds ¢! literacy. We want to know who writes and reads, to whom in
what lanruages and varietios of fanduaze. in whaut contexts. and for what
purposes. When a teacher anmouncees toa cliss "1 want vou to read pages
50 to 75 for tomorrow.” does that terance have the sanie meaning for
an Apache in Arizana, for a young black student in a Harlem ghetto, for a
Chicano in Denver, for a middle-class Jew in Chicagor 1 will return to
this question of the ethnography of writing ard reading. N

I think I can best deseribe the ethnegraphy of speaking by discussing
wveral examples and how they have heen or can be approached by
ethnographers of speaking. T w ill present the eaamples in terms of a very
simple model which sumunarizes the ethnography of speaking approach 1
have been discussing. This model has been used cither implicitly or ex-
plicitly by researchers in the cthnography of speaking. The model states
that any linguistie (or communicative) behasior can be understood only
in terms of several interacting and related perspectives. These perspec-
tives are linguistic or (socio) linguistic resources: a set of potentials for
social meaning and use. The linguistic resourees take on meaning and
provide meaning as they are used in social interaction (in order to
indicate such social interactional notions as respeet, deference, agree-
ment, disagreement. atd condescension) and in discourse {(such as greet-
ing, leave-taking, conversaticu, and joking). The total organization of
uses of language. together with societal and individaal attitudes taoward
language and specch, isan cthrogranhy of speaking. The cthoography of
speaking can be nnderstood oniy in teris of the larger context of the total
ethnography of a society: in terms of the social. cconomic, and other
tvpes of strnctare and orvanization basic to the soeicty. It is the ethnoy-
raphy of speaking and the ethnographic that Tanp stressing as organizing

145 ETHNOCGRAPHY OF SPEAKING

Y
it
w



O

ERIC

Aruitoxt provided by Eic:

perspectives. in the sense of providing the reasons why certzin linguistic
features or speech patterns are {elt to “belong together” twomen's specch,
baby talk. black speech. stuffy speech. formal specch. or ageressive
speech.
Discourse
Social A Ethnograph
- Interaction ) of ]
- Speaking
/ * ) X

Sociolinguistic Fthnouraphy

. o —
Resonrees —— SPEAKING

1. Let us begin with Black English, which has been described by
various linguists. sociolinguists. aud ethnographers of speaking. As a lin-
guistic resource. Black English has certain properties which caa be
enumerated: intonation pattern. sound patterns. morphological and
svntactic constructiors such as double negatives and special uses of the
verb to be. and particular vocabulary items. But what is interesting iy
that there is probably no one—black or white—who speaks Black English
with the totality el its linguistic features, all of the time. Rather, featun
of Black English. expecially intonation pattern., certaiz sy ot tic cou-
structions, and certain v ords oy s oo by both blacks and whites, in
certain social contexts, for strategic, rhetorical purposes. The result is the
well-known switching behavior from speaking more black to speaking
more standard white, going back and forth. never totallv in either direc-
tion. Using features of Black English signifies such notions as informality.
emphasis. and in group solidarity. Using features of standard. White
English significs social distance. formality, and out group relations. The
constant in groupout group patterning in the use of Black English makes
sense only in the ethnographic context of black ‘white relations in the
United States, :

2. Similarly. Spanish, English switching in Chicano communities of
the Southwest. while it draws on the linguistic resources of Spanish and
English, can be understood only as ' linguistic response: reflection: and,
in part, definition of the particular relationship between Chicanos and
Anglos. The rules for switching languages are complicated and involve
linguistic as well as social considerations. But. as in the case of Black
English, it is itnportant to realize that members of the community. within
single discourses, draw on both languages in a constant pattern of switch-
ing--Spanish indicating ethnic identity. emphasis. and in-greup solidari-
tv: English indicating social distance. formality. and identification with
the dominant Anglo culture. The situation is quite analagous to that of
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¢ sidered to be a part of linguistics. but one whi

the black community.
of the Chicang community is reguired in order

communicative behavior.

3. My next example has to do with a phenonvien not usually con-
v clearly is part of com-
munication, namely silence. An cthnographer of speaking, Keith Baso,
has described varicus uses of silence among the Apache Indians of
Arizona—between strangers until thev get to know one another. between
parents and children who have not seen one anoth:r for some time, be-
tween men and women while courting. by persons being “cussed out.” by
persons in the company of someone w hose spouse or kinsman has recently
died, by persons in the company of sick people. What is interesting here ks
not that silence is communicative for Apaches and not for us. We, too,
have moments when silence is appropriate. Thus. for example. the term
silent communion. But the contexts in which Apaches use and expect

- silence are different from those in-which we do: in fact, they are often
diametrically opposed. In the situations Basso descrihes. Anglo
will often use even more speech than norme T4 reaches
with Indian students should be o« pec LI Lo situatios el
Tudian ¢hil o are likel t bo sikent L onot tase silence as wosigm of

- oidits | inolence, or lack of interest.

4. My next example has to do with the use of the pronoun w-. a
problem which at first glance may seem to be purely linguistics vet it is
one which is intimately tied up with the system of social groups and social
relations in our society. We is one of the many and complexly interrelated
wavs of referring to persons in specen. As is typical of the elements in this
complexzice is potentially ambiguous in many ways. Tt can refer to tiie
speaker alone: “We'll deal with that later.” The speaker and others with
him: “May we come in?” The hearer alone: “How are we today?” The
speaker and the hearer: "Don’t vou think we should leave now?”

These different uses of we can play an important role in the expres-
sion and defimtion of social relationships. The we of a single speakoticr

writer) is the professional we of formal oo b king and
specialized topics. The we of " low is ofte..
descending we osed towar o ool dnier. oo i sevis Lo be commaon in
doctor-patient relationships. for example, especially if the patient is a
child or a member of 2 minority group. It is also used b oporer o il
dren and teachers to students.

The use of these " ieans o sesof e 1 e pends on s
ethnographica"w b v« sva/inferior datus or in groun ont

group relatiorsmp. Notice. for example, that et T to hegin «

we in such sentences as: “Well, vou know, we hnguists write transiorma-
tions like this™ or “\We in the ethnography of speaking study many
cultures,” T would be setting up a we/vou opposition in which we stood
for me and the group of experts of which T am a member as distinet from
you. the ont group of persons who are not fortunate enough to be experts
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authorttarian to the mm' frocdon, orented  are faced with the o of
using tadk to gt childreg’sattentnns directing i attention te o probs.
1) . P

ferm or task, zod leading then 50 wome wass of handbing o0 (Mishier,
1572). The si,v'-u‘l' strafegie o Yewrhess o too2et this ;Uf; dore have toe
effvet on wiether o not the chddrey ear o :s.-;ni ws tony as the stratevies
bl on T e
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Can tpust the teacher s ceerenai to Be it ol o Lect e yests

Animportant e .x‘u’)‘st: TN tre anonic i

'

succeeinl foanthoritarnien

Sratigy {rr handhng classrcom activities can be tuken i'm.'u the ih.‘\. Crite
whools of Canzds and the OI Grder Anas)ochools of Fennsy bvana
(Hostetler, 1974, Hosteder and Hantsmgan 1067, 14671 5 mm“ . i?i?i!i:,
Amish children did not do el '241"13""‘1”;. whien fur(wﬁ b el

authoritis into the puble vﬁmu.s, and there wan hittle rewson to think
they would perform pore adequatel an thelr own shools  Andsh
teachers seddom have more than vigt j.-«;mf of yoeademic trainine; they
must teech children raisnd wath o Cermanu fangnuge to read Fnglish;
andd trivir classrooms ate mising, ndecd prolubits compention-—a ke
element of learnng 1 groups, Nevertheless, Amash community sehical
are quxu sucedsiol, not enly by Amah stundirds but sho by the stan
dards of the lazger Amenican whoo! commnurty. Amish’ children from
Amish schools ware abiove the norms n standardized reading tests. The
Amish teacher's w ay pf handhng talk flies in the face of much educational
ideology jrn America. The teachers dowminate their classro u:.‘x'. and an in-
teraction analyves Has shown o hessy vee of imperatives and o high degrece
of dircev instruction (Pavne, 19710 What is the relution beteeen this
tembhing stvle and ppal suctestan seademic subjests? .

Fao anmwer this question, we mnst ook to the kinds of secial refations
which mabke wnse to claldren raised i Al culture, Sooahization pate
terns umony the Amrish are guite different from those found clsey ‘}wlr in
Ame dca, Many aspeoe of an Smish identivy are forged inantithesis to
and in defene: agaimt other was of being hutan, particularly wavs of
bLeing humuan moa uodern technologice! society . Sueh o defensive,
SITHTEEY | COInOn uintie 1 .'nlalfni\\ cudtures, is marked by the merging of
individuat identitus mito o greap hie organized around a smli number of
unifving svmbols nwm;n..md and transmitted by a small nunber of
authoritarian lesders (Sieel, 1470, The Annsh cducational c.j.*t-'xr- fits
this mode] nicelv. The svmibal are rediidous, and peeple use thern to com:
municate trust and sccountabilite. The children are told what to do and
when and how to do it The teacher i in totad controlb of the children’s
development. In"z'-rms of fearning to read and in terms of enhancing an

Angish identity, their gysters i st suceessful. The chiddren and thear

P e gy ad ‘}At tettn rthnggesniy a deceloped an thic paper ocotonten
malrstreasy wnth The ethungragp h.
and presanad’ v owird shoaid nesep b s
apthropoiodiss o
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teachers have been bathed in a closed comsmunity with highly specific
routines for everyvone te follow. In ternis of these routines, everyone is ac-
countable to everyone else. Common sense and mutual trust are strived
for by cormunity members according to a specific code. T this context,
instirctions are not blind imperatives, but rather sensible suggestions as
to what to do next to fusther common cooperation. There is a warm re-
fationsi fabric that underlies the instructions wnd transiorms thens from
ordders into sensible wavs of routinizing everyday life. What to many
appears an authoritarian and oppressive sysiei for organizing a class-
room mayv in fact make great sense to the chitdren and, accordingly,
allow them to feel good envugh to learn whatever it is to whivh a teacher
directs a class’s attention. Outsiders simply miss the cues which ground
teacher-student activities in trust and accountability.

No matter how suceessful authoritarian speech behavior is for the
Amish. there is much evidence that the authoritarian teacher is running
into increastrg difficulties in contemporary America. Apparently, the
trust which makedirect imperatives possible in the Amish classroom s
not available in more open communities. I fact, in less conservative
Amish commuynities, teachers use much less direct communication
(Payne, 1972). : ” T :

The failure of a:. atteypt to teach with direct methods without a
foundation of trust and accot ngnhility is well documented. In such situa-
tions, the children simply “don’t listen,” and the teacher winds up ex-
pending most of the day controlling the “behavior problems™ or to
borrow a phrase from a past principal of mine, “keeping the Hd on
There appears to be a number of wayvs for teachers to get through such a
bad vear, and none of them are well designed for encouraging school
learning. Most often, teachers wiil fall back into-a formal definition of

. their role as teacher and expect the children to conduct themselves as if
this role placed an exact set of rules on their behavior. In such a situation,
the teacher often relies on institutional rewards and, more often, punish-
ments. The effort is not to say Do this, becanse it is a sensible thing to .
do.” but Do this. becduse, if vou don't the principal will deal with vou."”

Intensive role definition work on the teacher's part creates some
strange forms of behavior. For example, it is the teacher’s role to teach
“relevant and motivating lessons to the class."S()mctirh(-s,'/{';vc all fail at this
task. The teacher trapped.in role definition work can hardly admit to
such o failure, however, and often camouflages an unresponsive class .
with a'lesson directed to a-phantom audienee. Examples of this phenome-
non are unfortunately legion in ethnographics of our arban schools
(Roberts, 1970; Rosenfeld, 1971). Rist (1973) offers the following example
of what he calls a “phantom performance™:

She asks the children to repeat the poem, and no child makes a sound. She asks
the children to repeat the peem line by line after her, first'with the words and
then a second the t agh simply saving “lu, lu ln” in place of the words. The

168 o
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children are comple'(l\ baffled and say nqthmg At the end of the second rL[)c(i-
tion she comments, “"Qkay, that was good. \Vc will kave to do that again next

0. week,”

The relaticnal message underlying a ph‘mt(,m performdnu: is not fertile
soil for building a commonly sensible, trustfjil, and mutually accountable
communication, Not attending to the elass becomes part of the children’s
definition of the teacher’s role, and they l]l(*gin to dismiss teaching as an
essentially insensitive task. As one sixth g ;,,rfl(lLr told me in one of my first
classes, "You're not a rcai teacher. Yon hsten to the chxldren and expect
them to learn anyway. :

In addition to intensive role d(.fmltl(lln direct control over a class can
be built on insult and status degradatign. Interpersonal warfare, rather --
than trust and accountability, is the resu'lt Much of what I was offered as

“teaching and classroom eontrol t(‘chmqlms by a teacher trainer in the

New York City schools, amounted to Ansults capable of binding a child
into silence. Learning failures are encmlraged in such elassrooms. “Defen-
sive blackboard boredom” is no morg: acadeniically productive than the
overt misbehavior of the less controlleéd blackboard jungle (Roberts, 1970;

Rosenfeld, 1971). Even when the autho’rltdrmn .1pproach to classroom
management keeps the children urider control, if it is not founded on.
more mutual understanding than ¢ t,he threat of detention or suspensicn,
little learning will be accompljshed. It is in the context of an
authoritarian classroom without &/ grounding in trust and accountability
that it is possible to talk of childrep achieving schoal failure (McDermott,

1974). In response to the teachpns authority, the children develop their
own classroom organization in /vhich not working and disrupting the
teacher’s procedures become a goal.

Less. direct forms of coerc{ng children into dttendmg to classroom
tasks are uniformly no better of wérse than the anthoritarian approach.
Without a proper relational fonindation, a child is no more likely to follow
a gentle suggesticn than a difect order. One classroom I observed pro-
duced the following eplsode. ,the Principal announces that the class is o
proceed to a book fair in the gym. One pdrtlcularlv troublesome boy,
Harold, stands up and vells, 'We won't go!” The teacher reacts nerv ousl)
to the challenge and says, rather hopefully, "Sure you will. You're only
klddm& " The relational message apy parently was taken as something like,

“You don’t make any >cnw/dt all; you can 't even be trusted to report on

“what it is that vou are going to do next.” FHarold was apparently better at

stating his future than this teacher had thought, or at least he felt com-
pelled to prove that he was, for he did not attend the book fair and spent

“yhe rest of the day torturmg this particular teacher. Another teacher in
. the room was much morg successful with Harold, for relationally she was

much more honest. Jn y simjlar situation, she asl\ed Harold why he was
not going to the book fair, accepted his reasoning, and then simply over-
ruled it. Harold went to the book fair. The point of this is that children
are not easily talked mto activities. They respond most often. not {o the

. b .
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activity, but to the feclings that the adult displays about them in the

course of asking them to do whatever it is the adult has in mind. Whether
direct or indirect forms of communication are used makes no uniform dif-
ference, The feclings communicated in the talk are the key to under-
standing children’s attention patterns and learning abilities in the class-

" Toui, .

Guidance approaches to teaching make much use of question imper-
atives rather than direet orders. The relational messages are often identi-
cal to those accomplished with direet orders. A teacher can say, "Close
the door’ or “Why don't vou close the door?” In either case, the door
must be closed by the student. The child would not be expected (nor per-
mitted for that matter) to answer the Why? command with, “I am not
closing the door because T don’t feel tike it.” The question was not meant
to be a question, but rather an imperative. Linguists have been studying
such phenomena of late and have given them the delightful name’ of
whimperatives (Sadock, 1969 Green, 1973). Literally, a whiniperative
stands for an imperative stated in a question form with.a wh- word. But if
whim or whimper are taken as roots, a whimperative can mean some-
thing quite different. And so it is with wh- imperatives in everyzay con-
versation. They can be taken in so many ways depending on the context
in which they are used and the relations which exist between the people
in the conversation. Whether a whimperative is attended with an appro-
priate action response, an inappropriate verbal response, or no response
at all depends upon how the whimperative is tuken, and how it is taken is
a function of the relation between the conversationalists at that time. An
inappropriate whimperative, one which is fromed as a whimper hut in
{act represents a command, can be as useless in a classroom as a direct
command to « student who attends to teacher commmands by doing the
opposite of what they suggest: it will only further the decay of trust and
accountability between the student and the teacher.

Guidance ahd negotiation approaches to communication in b
classroom do not have to bring about relational disasters. In fact, Mishier

(1972) has shown the superiority of the guidance approach. He examined

the values the teachers displaved toward language, authority, and the,
clussroom poptdation as a group. The relative value put on each of the
three were similar per teacher and d:ferent across teachers. The first
teacher emploved a guidance approach: accordingly, she used language
as a resource in her dealings with the children, and the meanings of all
words were up for constant negotiation: the teacher’s authority was based

“on being a task leader, and she constantly attempted to share both the-

tasks and the authority with the children; finally, she defined herself as
part of the group. A sccond teacher was more authority prone; she was
the source of meaning in the class, and all language issues were directed
to her for final evaluation: authority flowed from her lips in the form of
directives; and finally, the class constituted a group quite apart from her.
The guidance oriented teacher had quite successful lessons; the children

47N
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showed great interest and appeared to follow the lesson as the teacher al-
lowed it to unfold, The authoritarian teacher was having a' much more
difficult time. Without heing able to draw on a shared reserve of com-
municative resources, of the type shared among Amish teachers and chil-
dren, the teacher spent much of her time explicitly, and often unsuccess-
fully, calling for the children’s undivided attentica.

This scetion has explored the connections between ways of teaching
and successful classrooms. The connections between the two are not
obvious and an analvsis of authoritarian and guidance approaches to
teaching indicates that both can be successful or unsuccessful depending
upon the interpersonal relations underlying a teacher’s strategy. The
point of this exploration has been to claim the prirnacy of teacher-student
relations in the determination of a child’s learning. Teaching involves
more than a curriculum, a style-or a way of talking. Most of all, it
involves an achievement of mutual trust and accountability in terms of
which teachers and pupils can open themselves to each other, care about
each other, and learn from cach other. This mutual trust and account-
ability must be communicated between teacher and students. Talk is a
key element in the communication of trust and accountability, although
there is no one way to talk that is inherently better than another. There is
more to teaching than talk and there is more to talk than the transfer of
information. In both cases, the missing ingredients are the relations
achieved between people by virtue of their teaching or talking whatever
they teach or talk, in the way they do at the time and the place they do.
The most potent tocel for the analysis of how people relate in the ways
they do is ethnography. After an actount of how and why ethnographic
studies of ourselves are important, the paper will proceed to the inter-
personal relations underlving mutually sensible talk, and, finally, the
interpersonal relations underlving mutually sensible talk in classroom

“situations in which children are asked to learn to read.

THE ETHNOGRAPHY OF RELATIONS: WHAT AND WHY

Atits best, an ethnography should account for the behavior of people

2

by describing what it is they know that enables them to behave appropri-

ately given the dictates of common sense in their community (Frake,
1964b).* Accordingly, ethnographies are an essential part of our cveryday
life. All peaple, especially people from different cultures, appear to be-
have differently, and we all do haphazard ethnographies when we

"The measure of pedigogical suceess used here is simply whethdr children learn how to
read. There are various other criteria which could be app'ied: tht children’s abilities to

fuiretion on their own, their désires for knowledge, or their politics, These are all im-

portant. but it is the point of this paper simply to show that children lean to read best in

. situations which make sense to thent. There is no'doubt that there are some relatienal con-

texts which will encourage the acquisition of literacy, but which are nonethieless pathologi-

“caband, in the long run, degrading (Henry, 1973; Spindler i974a).
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struggle to decipher their ways of thinking so that we can understand, or
at least anticipate, their behavior. We acknowledge this in everyday talk
by saying that successful social relations depend on knowing “where a
person is coming from” or “where a person’s head is at.” Successful
psychiatry certainly lemands an ethnographic approach (Sapir 19325
Shands and Meltzer 19743, So does suceessful teaching. Note that the finst
principle of good pedagogy, namely, starting at a student’s present skill
level, calls for good ethnography. Most often, teachers, psychiatrists, and
the rest of us proceed intuitively. Professional ethnographers are different
only in that they becomé disciplined and self-conscious when gathering
information about how people think. Rather than roughing out “where a
person’s head is at,” they struggle to rigorously define a person’s
“categories for action” (Barth, 1969). -

Consider the following illustration of what an ethnography-attempts
to describe. When a seientist publishes a report with special findings, the
scientific community has procedures for holding the findings account-
able. Were the proper conditions for doing the experiment present? Were
the proper statistical analyses performed? Were the interpretations of the

"data consistent with previous methods used for interpreting similar data?

These and many more questions could be legitimate ways to hold a
scientist accountable. This is called a methodology, and it constitutes a
canor in terms of whieh scientists make sense of each other. Such a canon
is explicit and, ideally, scientists should be aware of the assumptions
underlying their methodology and their implications. The point of this il-
lustration is that people in everyday life also have methods for holding
each other accountable (Garfinkel, 1968). An ethnography is an attempt
to describe a group’s methodology; thatis, an attempt to describe the pro-
cedures natives use to make sense of each other and hold each other ac-
countable to certain culturally sensible ways of behaving (Garfinkel,
1967; Cicourel, 1974; Frake, 1974). Unfortunately, the procedures used .
in evervday life are never very explicit. - Legal norms set limits and
etiquette manuals make suggestions, but procedures used in daily life are
hidden deep beneath the surface (Malinowski, 1927; Moerman, 1973).
For example, how many of us can examine in detail the procedures used
in grecting ~aother person or in walking down a street? The first can
involve a head toss, a presentation of the palm of the hand, a brief flash of
the eyebrows, and a flash of the tecth in a smile (Kendon and Ferber,
1972 Sherzer, 1973); while the.second can involve the computation of
complex trajéctories fer people walking in cifferent directions and the dis-
cernment of who is with whom in order that collisions be avoided (Goff-
man, 1971; Ryave and Schenkein, 1974). We can all greet people and we

‘can safely and unobtrusively navigate the streets, but few"of us really

know just what we are doing. :

In science, methodologies have their consequences. A behaviorist
studies different problems and develaps quite different results than a psy-
chologist following a psychoanalytic canon. So it is in everyday life. The

\ . -
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procedures we use in our daily doings have consequences for us and for all
those around us. A successful ethnography should help us to become
aware of ourselves and the consequences of our actions. If we all walked
down the street in the same way or if we all greeted each other without
regard for who was involved, then an ethnography of our greeting be-
havior would be truly uninteresting. But the point is that we are all quite
selective about who we interact with and most often for reasons which we
ourselves do not understand. Some people attract us and others do not.
The questibn we must face is, “"How much of what happens to us every
day is in fact caused by us as a product of the unconscious and limited,
methods we use to handle the world and to’hold each other accountable?”
How rany of us are aware, for example, that when walking through the
neighborhood of a different ethnic group we generally. display “the
posture of territorial behavior”? We lower our heads, curl our shoulders

"so that our chests do not protrude, bring our hands close to or in front of
our bodies, and keep our eyes down (Scheflen, 1972). Such behavior may
make us a little less noticeable, but it also cuts off the possibility of com-
municating with anyone in that neighborhood. In other words, by ex-
hibiting passing behavior we are helping to maintain the very boundaries
‘which are oppressing us. What we know about how to walk through
different neighborhoods helps to divide those neighborhoods. What we .
know has consequences, and an ethnography of what we know should
help to sort,out.what effects we have on the world. As such, good ethnog-
raphy is a first-step to morality and freedom.

Examplés are numerous of how we are all embedded in our own pro- .
cedures and of how our procedures make us very smart in one situation
____and very blind and stupid in the next. Ethnographers generally specialize’
. in telling delightful stories about how disoriented people can'become
when they cross even the smallest of cultural borders. In contrast, the fol-

. lowing is a not so delightful story from our own culture; the point is the
same, however. People develop elaborate procedures for making sense of
each other and holding each other accountable in certain situations.
These procedures offer people a shiorthafid, a quick and easy way of deal-
ing which may hide just what the people are really doing to cach other.
Change either the situation at hand (move from one culture to another)
or the prqcedures used by one of the individuals and, with great pain, the
persons involved will discover what their procedures have been hiding.
This example comes from a family disrupted by the husband’s extreme
dependence upon his wife (Watzlawick, Beavin, and Jackson, 1967). All
agreed the problem was that because the man was illiterate he had a hard
time moving around in everyday life and showed little promise of upward
mobility. After extensive therapy ‘and instruction, the man acquired
enough reading competence to be more independent. Soon after, the wife
“filed for divorce. What had happened was that the two people had de-
veloped a rather special way of dealing with. each other which, un-
fortunately, left the man dependent.”Once this symptom was treated, the.
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whole logic of their relationship was undermined and the marriage dis-

solved. Apparently, neither of them knew what they were contributing to

and what they were getting out of the dependency relationship. Is it pos-

sible that the logic of many of our relationships is equally well hidden? An

ethnography should help us to take a better look at the consequences of -
our activities, given the social world in which we are immersed.

Turning now to edueation, the cthnographic study of classrooms
hopefully will allow us to look carefully at what we, as teachers, do un-
consciously to our students when we simply try to make sense and hold
them accountable to our wayv of making sense. The problem with com-
mon sense, of course, is that sense must be made in common with other
peaple. Accordingly, common sense is a rare achievement. Because of
this, teachers and children often work out mutually regressive relations in
their. vlassroom for reasons generally unknown to both groups (Henry,
1973:. We all lose some students in every class. Talented teachers and
intelligent children sometimes wind up on opposite sides of the fence.
Neither group knows how to stop, and pain and failure result for all in-
volved. No one quite knows why. Students who go wrong in the ecarly
years do not even learn to read. Older students suffer from crippling
anxieties and alienation. Some analvsts blame the childrua, their genes,
their families, and their television. Others blame the teachers for being
lazy, insensitive, prejudiced, or untrained. In most cases, neither the chil-’
dren nor their teachers are to be blamed. Communicative breakdowns
always have two sides. The question is not who is at fault, but rather,
what underlying logic and methods can be held accountable for student- .
teacher disputes? What is it about how teachers and children hoid each
other accountable that has them either making sense of each other or at
each others’ throats? A guod ethnography of classrooms should answer
this question. '

Elementary but systematic ¢thnographics can be atterspted by any-
one willing to explore carefully what is going on around them. One intro-
ductory text has included samples of undergraiiuate attempts, and the re-
sults have been relatively impressive. One stadent ethnographer (Davis,
1972) simply ‘elicited labels for teacher activities from junior high school
children. The activities noted by the children stand out as remarkably
different from those most likely to be noted by the teachers themselves
(see Chart 1). Notice the rich glaboration of the teacher s role as an enemy
or suppressor. From these results, it is possible to hypothesize that the
children and their teachers are employing different categories in terras of
which they are interpreting and generating behavior. In school, at least,
the children and their teachers appear to be working from different
~cognitive systems. They have different methods for holding each other
. accountable, A teacher may be giving a math lesson but, from the chil-

dren’s viewpoints, the teacher is merely “talking a whole lot” or “picking
on kids.”
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: hdl hivh into Jn; air. 'Hu
:i.ff’v-r:'.z‘ righite ¢o taik

time, Tl Mot thE Pro sammee st - I S

2 direct pitch to the wecond plaver - an adminbtration spokesperson Irn
game continue as the administration spokesman pretends to cateh it,
but he takes one of his uwn belis and throws it in the zir After three
tries, the neasman stops retrieving the same ball and tekes out another
one (Fiflmore, 1971

rurne diffesing in every contersation,
Bg s P Te elatinnal fabrie created, t} TEN $)] ‘}‘Uf s usind to create
sdar relational fabrie differ fron: one culture to the next. Many
: Ameritans entertain fonyg perieds of uu nee and seldom interrupt
cach other's talk (Philips, 1974, Conversely, in many cultures. it is ex-
pected thut two or more prople will speak @t one time in certain situa-
tions. This is the case for stary telling among the Bushmen, arguing
among the Yanomamo, and light discourse among Autiguans (Byers,
1672 Reisrnan, 19745 In American terms, such overlapped talk would be
imterpreted as chaotic aud most likely velatile. New Yorkers would be
oply a tittde surprised. Along with the Socratic and the Meet the Press
conversational srames, Filli re micht have casily included the New York
Cite conversational ganie. In this wame, every participant throws a ball
into the air at the same time. The one that Tooks most interesting i
allowed to stuv in f‘i ht while the othiers are mmclmw recalled by their
owners, When the chosen ball nears the end of its flight, cach participant
aygain throws a bull into the dir. One mav sec in this conversational game
ane source of New Yorkers' being sterentvped as pushy, and aggressive
whem they are evishiated by outsiders who stick more elosely to Fillmore®
ideal game-of -catch conversation, | .

I addition to the rides of the

I ssany classrooms, it appears that turn taking ic o key to under-
ding teacher-stedent relations, Crderly turn taking  orderly, that is,
in terms of a pafticular commmunity’s standards for conversatignal
st qucn(mg appears to be one good measure of w hether peaple are
maKing sense m Ld(h other. Interactions between different ethnie groups
and between different social classes abound in examples of sequencing
problems (Byvers and Byers. 1972; Erickson, 1973a, b: Kochman, 1973).
In myv own rescarch into the social organization of reddmu groups in first
grade classrooms in suburban New York, it has become apparent that
groups marked by turntaking struggles do not do as well in school as do
groups which somehow engineer a smosth transfer fron one reader to the

XMceDermott . 171

-



O

ERIC

Aruitoxt provided by Eic:

nex-. Any classroom with chronic ¢ioversational turn taking problems is
mast likely werking with a minimum of: teacher-pupil comman sense.
good relations, and learning. Classroomns are in trouble when children talk

".a!l day long against the expressed wishes of the teacher. or de absolutely

no talking despite the urgings of the teacher. The first problem dominates
urban sckools for minority children. and the second problem {lourishes in
white schools for Native American children” (Dumont, 1972 Philips,

1972: Roberts. 1970: Rosenfeld. 1971). Both populations are marked by a -

high_rate of school failure.

Top and bottom reading groups have been described in terms of how
they use different procedures for turn taking (Gumperz and ilernandez.
Chavez. 1972; Rist. 1973). In the videotapes I have been analyzing, the
top group effects an orderly sequencing procedure: child A reads a page
and evervone looks to the teacher who nods her head at child B who iz
sitting next to child A; child B reads a page and everyone looks to the
teacher who acknowledges child C who is sitting next to child B; and so
ori around the table until the story is complete. In the bottom group,

_every turn appears to be up for grabs with some children shouting "smE. 1

" want to read” and with others being generally inattentive.
These are the facts. What are we to make of them? Until recently,
we might have been told that the children in the bottom group were
“heurologically impaired, hyperactive, in need of immediate gratification,
or just plain hungry: most of the depri .tion hypotheses have proven in-
adequate when put to rigorous testing. More recently. we have been
hearing the opposite to the notion &~ there is something wrong with the
children. Now we are offered account after account that there is some-
thing wrong with the teachers, that they are working against the children
in the botton: group for some reason—be it skin color, dialect, clothes, or
records from previous classes. In fact, it is not. necessary to blame either
side. The behaviors ¢! the children and their teachers makes sense if vou
iook at them in the conitext in which they occur. In the next section, some

- reasons for this sequencing situation will be considered. I this section,
there is only room for an example of a characteristic turn taking problem’

P4

between a student and her teacher. ‘ :

Rosa is one of four Puerto Rican children in an almost all white first
grade in a middle-class suburban school in New York. All the Puerto
Rican children. one of the two black childrer, and two of the eighteen
white children in the class are in the bottom reading group. The top

group is composed of white (mostly Italian and Jewish) .children: The

-eason Puerto Rican children start oft'in the bottom group is quite clear;
their English is not yet fluent and reading is difficult. The questior: is
whether being in the bottom group has to pe fnanently retard a child's
progress in the acquisition of litcracy. I will afgue that 1) given the nature

of the.educational enterprise in America, with its emphasis on competi--

tion and tests which measure a child against other children instead of
measuring each child's own progress (Singer in press); and 2) given both
- |

|
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the teacher’s and the children’s ewn conceptions of how thev should suc-
ceed in classrooms, placement in a bottom group and participation in the
evervday relational give and take of the bottom group are fatal to any
chxld s attempt to learn school material. I will argue this case briefly inan
andlvsis of turn taking in Rosa’s bottom group.

Rosa constantly struggles to get a turn to read. Yet day after dav. sue
is passed by. Rosa’s problem is simply that her competeney in English is
quite limited. The teacher’s problem is more complex. She is a sensitive
woman and worried about calling on Rosa when she would bé¢ unable to
perform and would. therefore, be embarrassed by her peers. This situa-
tion makes an orderly linear turn taking procedure impossible, for Rosa
then would be passed by in a way that evervone could seé. Accordingly,
everyvone must volunteer and compete for turns. In addition to taking

much more time than the simple head nod needed to effect # i»:. 1+ - ange
“in the top reading group, this procedure also makes the t.- ~oup
totally dependent upon the teacher for control, and everyic ¢ -e IS
interrupted (\-. hich is often) the social order of the bottom group must b
renegotiated.

These precedural ditferences make a ¢ :erence. for the bottom
. group gets only one-third of the actual reac.ng that the top gets tor
every twenty minute lesson they have with the teacher. For every day
spent in the bottom group, Rosa and her friends fall evon further behind
their classmates in the top group. After a few vears of this differential
progress, Rosa most likely will be'sufficienitly behind to become a “prob-
lem,” “nonlearner,” “dropout,” “deprived child,” or “bad girl.” Who do
“we blame? Is it Rosa’s fault she learned Spanish as a child, and is this any
rea-on for her to be permanently cut off fron: the rewards of literacy? Gf
course not. Larf\ bilingualismi appears t¢ have primuarily positive con-
sequences for cognitive development (Diebzld, 1968). Is it the teachbr's —
fault that she refuses to embarrass Rosa by miaking her read what-she is
not vet able tu read? Of course not. In. fact, it is possible to_claym_that .
Rosa wants ne part of wadm;, that she is quite content to make leue
that she is ¢rving to get a turn. In one videotaped lesson I have analyzed,
Rosa raises her hand and calls the teacher at. almost every juncture
suitable for a turn change. However, she always includes a signal that she
does not want to be called, a signal which can be identified by the
teacher. Some negative signals include looking away, covering the book
with her arm, or turning to the wrong page—all while pleading for a turn
to read. The one time she did not include any of these negative signals,
the teacher called on her, and she had to admit that she could not read
the page. It appears that the teacher and Rosa attend quite carefully to
each other and achieve a certain degree of common sense with each
~__ other. Nevertheless, they both suffer for their efforts. No oae is to-blame;
yet everyone could be doing a better job if they could deal more carefully
with the unstated relations which appear to govern or kev (Hymes, 1974a)
their interpretations of each other's t. 1k, '

? ' 189
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The effort of this discussion of the ethnography of speaking has been

~ to show that language behavior is best understood in terms of its social

context and that ethnographers have been quite successful in initiating an
analysis of how people make sense of each other and hold each other
accountahlc in speech situations. A brief discussion of the social issues in-
volved ir  onversational sequencing was offered as an example of the
soc il sk s which must be developed if a child is to become a competent
member Hf a speech community and as a testarnent of the kind of progress
the ethnography of speaking has been making. The relevance of the turn
taking issue for nunderstanding the relations between teachers and
children and the consequences of their communicative procedures for
classroom learning were considered.

THE ETHNOGRAPHY GF READING

We have considered teacher-student relations as the key to successful -
classrooms. We have considered ethnography as a way ¢f desribing these
relations and have given special attention to the ethnography of speaking.
Now we must consider the possibility that an ethnography of speaking
and an ethnography of reading would locate the same relational system.
In nther words, we must now consider the hypothesis of this paper that
certain ways of speaking in certain situations are related to just what kind
of literacy is achieved by particular people. Certainly, Rosa’s case indi-
cates that ccrtain wayvs of calling for a turn to read has devastating con-
sequences for the children of the bottom group, but we need a general
framework in order to understand such specific cases.

To a great extent, without using the word, this paper has been about
what motivates people to say what they do and why they take what is said
to them. in the way that they do. Ethnographers of speaking have been
locating that people speak for reasons, that they speak in response to
soniething, and that their tiniest utterance (“uh” or "ya know") can be re-
lated to the ongoing social fabric in which they suspect they are participa-
ting (Jefferson, 1973, 1974). Equivalent accounts for how and why
people reari cannot be offered yet, but some indications of the reasons for
people learning how to read are beginning to appear. Perhaps the most
interesting comes from the rugged mountains of the island of Mindoro in
the Philippines. There, a small group of people known as the Hanunoo
achieve a 60 percent literacy rate on a rare Indic derived script imported
centuries ago and virtually unknown to surrounding groups. The
Hanunoo receive a0 formal training in their reading and writing
activities and, in fact, ignore literacy until early puberty. At that time,
they appear to have the ultimate motivation for learning to read.
Literacy is used almost exclusively in ceurtship among the Hanunoo, and
the children avork diligently on the wosint untl they can master writing
songs in order to support an active l.ve life. They achieve competengy

X
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within months (Coenklin, 1944 vt sinilarny, remarkable adult learn-

ing achievements are on record fur people havmg to ma roan orthog-

raph\' for SC:ial and religious purposes (Basso and Ar erson. 1973
alker 1._ . ‘

For other groups. the desire to read-appeuss to be founded we bin the
sccial organization of the communiiv. Amdrs the European jews in
srael, learning to read zppears to function a« a key milestone in u child’s
life. “Most first graders did acquire reading withont undue difficuity and.
by April or Mayv of their first vear in school. children used to receive
their first reader at a special ceremony attended by thieir proud parens”
(Feiter.om, 1973). What is particularly interesting about this Israeli case is
hat the children were taught how to read using a visual., whole word
1. This method is particularly useless for teaching Hebrew which
. minimal number of word shapes to work with and demands
attvation to the finest detail. The children appeared to learn, in spite of
the method. with massive doses of aid from their families and larger com-
munities. Although the dvnamics of this réinforcement of school activities
has not been made clear.. a similar motivating device was apparently not
generated in the communities of the Oriental Jews of Israel who ac-
complished a high rate of reading failure even after a more phonetic
approach w as used in the schools.

These two examples emphasize the importar.ce of the social relations
which motivate a child’s attempts at learning to read: the Hanunoo root
their training in the demands of peer group rexuality and the European
Jews of Isracl in the demands of family and :ommunity groups. Groups
which show a high rate of functicnal illiteracy, despite elaborate edu-
cational programs, dpp‘.rentl\ do not preduce an equivalent relational
1abric for motivating its vouth to read. There are two possible ex-
planations for this phenomenon: 1) there is something wrong with the
people and their culture, and 2) there is something wrong with the situ-
atic  ‘n which they are asked to learn to read. In the first case, the
pro .. comes from within the eulture in that the parents either place no
itaportance on literaey or they il equip their children for the kind of
thinking they have to do in order to play the reading game. In the second
case, the problern comes from the outside, from the group’s contacts with
the people of another group who are helping (sometimes forcing) their
children to read vnder circumnstances not congenial to the enhancement
of the children’s identities. Each of the possibilities must be considered.

There is little possibility that a large proportion of children would re-
main illiterate despite intensive educational attempts simply because their
parents plaee little importance on literacy. People are willing to learn the
strangest and most complex schemas if they are offere:! relativnally posi-
tive environments for learning whdte\'cr it is they are asked to learn.
Baseball, sex. and drug talk and pig lutin and varicus other specialized
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codes or games are mastered quickly woiwen introduced by the right
people. The same can be true of literacy. \Witness the Hanunoo. A good
teacher may be able to teach children to read Chinese quicker than a bad
teacher can teach the same English speaking children te read English
{Rozix, Poritsky. and Sotsky. 1971). The subject matter and its potential
relevance to evervday life make ne difference. The peasants of rural
Greece clamor for the classics in their «chools and shun the technical edu-
caticn which could be helpful to them (Friedl. 1964). And the least in-
dustrialized people ¢ the world. the Papuans of the New Guinea High-
lands, have taken to iweracy with a great fervor (Meggit, 1867). The im-
portant question to be asked is whether the subject matter is introduced in
the proper relational context. If it is. the children will learn. If not. the
children will either have to learn it elsewhere. or thev will shun it com-
pletely.

There is even less possibility that a culture cognitive!  lisables its
young and cuts them off from possibly learning to read. in terms of
formal pswchological operations, reading is no different from any other
kind of htman behavior. Even if they are illiterate. all people play the
same kind of psicholingaistic wuessing games and do_the same kind of
hypothesis testing in their evervday behavior as they would have to do if
they were to learn to read. Culturally induced reading failures must de-
velop from some place other than the formal logic embedded in the
culture’s categories for action, for there are no data to indicate that any
ore of the world's theusands of cultures logically disables its memb-«rs
from mastering readi-.y skilis. once sufficient motivation and adequate
presentation of the task are present.

When we look for an explanation of the high rate »f school failure
among some groups in the situations in which the chiidren are asked to
Jearn, we are on much more intcresting ground. Almost invariably, such
problems arise when a group in power educates the children of a minurity
group. The pictur: is quite uniform. indian children throughout North
and South American schools fail. Mexican children in American Anglo
schools fail. African ch..dren in Westein calonial schools fail, Qriental
Jews in Eurwpean Israeli schools fail, black children in American schools-
fail, and so ou. One goed explanation is that people from divergent tradi-
tions do not communicate well with each other, they do not establish the
proper motivational fabric, tihe proper relational foundation for the chil-
dren to'throw themselves into learning to read. As much as the Hanunoo
and Furopean Israeli children are fired co to read, that is the extent to
whic ninority children for the most part appear turned off by learning
to read and sometimes appear to learn not to read: i.e., they appear to
struggle to achieve school failure.

The negative relaticnal messages which flow from a dominant to,a
minority group often flow through the vocal chords, ways of speakiﬁ'g
used by teachers and apparently the source of their pupils feeling ba i(a\_\'
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about the educational eaterprive. Three kinds of conflict huve been de-
scribed between a teactior’s wayv of talking and a student’s wav of tilking:
language conflict, dialect conflict, and sequencing conflict. All three de-
serve consideration.

- . Language contlict. perbaps. has the most devastating effects on &
child’s motivation to rezd. First + alll %t v much harder to decode
according to an unknewn languas cconsl, v hen a foreign tongue is in-
sisted upon in school. it iy usually | sign Ciat members of one group are
oppressinz members of a secon group. Alse. almost invariably. the
teachers are membeors of the opyressing group who. regardless of their
good intentions. generally trv to mold minority childrei: to their own
in.uges. In terms of the politics of the clussroom. this is an explosic o situa-
tion. Reading skills can often be found in the resulting debris.

Perhaps the finest and maost detailed example comes from the
Chiapas highlands where Indiun children often fail to acquire literaey in
Spanish speaking schools run by the Mesican authorities (Modiano.
1973). Superior results were achieved by Indiun teachers - orking iu
Spanish. and the best results were achieved by Indian teachers working
with a bilingual progam. By Awmserican standards, this is a curious result
in that the Indian teachers had little training compared to the Sparish

. speaking teachers, and few of them were better than barely literate. By

3 Amish standards, and by the standards developed in this paper. these
results are not at all surprising. Indiw: toachers in bilingual programs are
often able to solve two problenis ti.at monolingual Spanish speaking
teachers may find impossible: 1) thev can teach the children to read in
their native tongue and then transfer the skills to readinzg Spanish, and 2)
they stand a nluch better chance of muking common sense with the
children because of the relational resources given them by their shared
tongue.

Much concern has been spent on whether dialect differences inter-

- fere_with children learning to read. Most of the important work has
centered on whether the language printed on a page was suitable for a
child decoding according to a slightly different langeage (Laffey and
Shuy, 1973). But there is another issue; whether dialects interfere with
teachers and children making common sense together. There is consider-
able inverse correlation between a child's dialect and school success. For
example, the child who speaks a heavy Black Vernacular is less likely to
be doing well in school than a black child who speaks a more standardized
dialect. The range of school suecess and failure -appears to be neatly
marked by language veriation in phonology. grammar. and para-
language (Frender and Lambert, 1973; Labov and Robin, 1969: Pies-

“trup, 1973). The question & “Why?" Does dialect get directly in the way
of a child’s decoding operatious? O does dialeet get the child involved in
the dirty side of the politics of the classroom and thereby destroy the
motivation to read (McDerniott, 197-4)7
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Hore o Jdioht difference in the roles teed to tenstrudt words in Black
Vernacular English had a teecher mispereeive what @ child was suving.
This is o simple miscomninication, and similar events can ool often
between people, withont to mach difficulty. But aich miscomnrenica-
vion can often lead to hed relations. In this case. the difficulty was re-
‘red hefore serioes relational damage was aone: Lefore the teacher

0 dithe oehikbont of thetoens for belne freshiowret oonete bBome to thc
< N [N AN 1 e . H P \ 3
Preees sits Cliastizicog the child's ohseenity, weamed there wWas e Wworth-

while hrane to sarite to. or fast simph condosed the chid by vaneie, the
eorrect — that the word started wo 0w s Thin weaviier

Landled it well, but the alternative was obviously a Zovd sossihility.

One interesting and tmportant developrment reeent rescerch s
Beginning to show is that, amony many black children. the use of dialect
increases ws children proceed throuuh sehool (Hall and Precdies 1975:
Labov and Robine, 1068: Piestrup, 19730 We are even geinig soiie serse
of the social processes underlving these trends. Labov and Robins (1969
have shown. for example, that the nse of dialect increases as peer group
participation increases and whool performance decreases. This finding ix
further illiminated by Piestrup's study 1973y of fiv-e srade classrooms in
which dialect use cither staved the same or coared in direct proportion to
how el the chiliiren were hassled for their dse of dialect, The more
theyv  ere corrected. the more thev used ity wnd. insuch classrooms. read-
ing scures were low. In clasrooms in which they were allowed to express
themselves and read oraliv in dialect. the use of dialect did not increase
and their reading scares were higher, with many children above the
norms. There. indeed, appears to be a relational politics to dialect use
and the interpersonal relatons certainly appear to he important in de-
fining whe learns te read and who does not

As discussed, prople in different cultures employ different rules for
taking turns in conversations. If the children's procedures for sequencing
talk are not taken into consideration, difficult relational problems car
arise. Hawaiian children answer adults in chorus and are embarassed
terribly by American teachers who single them out to answer in class
(Boggs. 1972). Native American ~hildren often lack the conversational
competitiveness to do anvthing et remain mute in their classrooms with
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Anglo teachers (Duront, 19720 i‘”k;i;‘:v . He FHSTEN
deeper than just differsnces in the fun cpeech b sder G sthieve

enough of a conversational peaition to at cus attenu © ae’s ciiery to
take 2 turn at talking, m x.L“ postural-kine f
with various body parte. This is alzo quite difte.ent aeres
Americen end Eskimo children hioth apprar to hate diffioel
nizing their behaviors swith their white toncherss wnG the tes
difficult time svnchronizing witi, the children (Buere und
Collier, 1973}

All three kinds of cpeaking contlict—langouge,  didlect. and
seqquencing—can cause relational contlicts, and these may belp w
account for the high rate o1 school failure amony some minority greups.
Now we must ask why this is the case. The simplest explanation & that
people from different gioups have different codes for generating talk, and
it is these codes which keep them constantly miscommunicating. This ex-
planation is a little too oimp'e. Centainly, when the communicative re-
sourees of two groups are dizferent. the people will zenerate  ach mas-
communication. But the queston is why thi- kevpss them at one ancther’s
throats. Why not simpls repa r the micconununication? Thic Jeads 1o an

veen more difficult «mcstmn‘ \.?,_. are there communicative ¢ 2lesr I
the data ¢f Labov and Bobins 11665 and Piestrup (1973 are a ro. ction
of what happens in our schools, then perhaps m:‘c rent comnnimedtive
codes represent fi clitical adaptations. Further, this means that in the
course of talking in one way rather than another we not only suffer fro.
communicative conflicts, we help to make them and are sonchow re
warded for our efferts. Qur communicative cedes, as persuasive and en-
trapping as tht"_»‘ are, do not turn us into communiciativ e robots in(‘upa?t!(-
of coming to grips with other people simply because thev cormnnicat:
differently. The social warld is s1bject to mach more negetiation If code

1.
AN

exist, it is because we all help create them, H codes are keeps o uapuant,
it is because we are allowing them to Co o becanse we huave it in
mainieining the social order buried i the codes aned b AW dTe

getting = mething from Gur behavior, no matte - how panal the cone
sequences. Remember the person walking throueh the "wronyg” seighhor
hood displaving passing behavior. Sach a peron atteripts 1o achieve
safety. But also, such a person is helping to meke the boundary which is
making the painful passing behavior necessuny We all o this with our

speech behavior, Our ways of speaking harhoz a7 avsten which
we all Felp to recreate with our every utieran RS L6157 BN ALY
Thus, it is no accident that there is o mark-d hetween o ans

teachers talk in their elassrooms and the succes wd naiure of ditserent
tvpes of students in American clasrooms. Our vecal cnords constitute
wme of the materials on the busis of which fulling self-fulfilling prophecies
work (Jansen, 19740 Rict 1973, 1974, In talking the way we do, we
relate to disferent types of children in different ways, create environments
unsuitable for enconraging the learning of reading by some children:
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